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OVERVIEW OF THE PROGRAM 



STRATEGIES FOR SOCIAL STUDIES 



Program Components 

The content focus of "Strategies for Social Studies" Is based 
upon the teaching strategies of the late Dr. Hilda Taba. These 
teaching strategies for developing children's thinking were identl- 
fled, clarified, and systemitized by Dr. Taba and her associates in 
the Curriculum Development Project at San Francisco State University. 

In disseminating these strategies, the coordinator has relied 
heavily on awareness conferences, so called because the aim was to 
involve people in thinking about Taba Strategies rather than training 
people to use the approach. 

The training program consisted of two levels., one designed for 
teacher in-service, the other for Taba leaders. The entire teacher 
in-service ideally consists of approximately 60 hours of training, the 
leadership training consists of an additional 100 hours. In practice, 
however, both groups received far less training time than was consid- 
ered ideal. Released time was made available only to teaching person- 
nel from the leadership group. Little consultant help was necessary 
because of the availability of the Taba In-Service Education materials 
from the Institute of Staff Development. [l] . 

Strategies for Social Studies also provided demonstration facili- 
ties and awareness conferences in the value clarification strategies of 
Dr. Merrill Harmin and Dr. Sidney Simon [2]. Presentations to commit- 
tees or groups studying their local social studies curricula were made, 
with the Tabe Curriculum Criteria [3] serving as guidelines. 
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The Coordinator of the program was Fred Milter. He was assisted 
in program evaluation by Dr. Raphael Lewy and Carmen DeAngells. Half** 
time secretarial services were abiy supplied by Catherine Ekkebus. 

The professionals trained Included 12 teachers from District #23* 
Prospect Heights, Illinois and 25 leaders. The 12 teachers Included 6 
from each of 2 elementary schools, k each at grade levels 3f and 5. 
The leadership group included 15 teachers, 3 principals, k supervisors, 
and 3 directors of curriculum. The 25 leaders included 13 from the 
consortium's immediate service area and 12 from areas beyond the consor-* 
tium (8 within Cook County, k outside of Cook County). 

The office of the program was at the Eik Grove Training and Oevei* 
opment Center, 1706 West Algonquin Road, Arlington Heights, liilnois. 

The training of the teacher group was done after school alternately 
between the two participating schools from Prospect Heights, Illinois. 
The leadership sessions were full day sessions held throughout the year 
at a meeting room of a restaurant in Mount Prospect, Illinois. The 
value clarification demonstrations were hosted by James Sheehan at 
Arlington High School, Arlington Heights, Illinois. 

Although Strategies for Social Studies has been identified as 
being especially appropriate with the Taba Social Studies Curriculum, 
the teaching strategies are appropriate for any inductive process- 
orientated curriculum whether social studies or not. In other parts 
of the country this in-service program is being used for training of 
teachers in science, math and linguistics. 
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RATIONALE 



The Meed for a Different Approach to In-Service Education 
Curriculum Innovation 

As school systems become increasingly engaged In curriculum 
innovation, the need for better trained teachers becomes more pressing. 
Most new instructional programs emphasize two major objectives: 

1) subject matter and learning experiences that contribute to the 
development of selected concepts and generalizations that are valid, 
significant, and transferable to other experiences, 2) teaching strat- 
egies and learning experiences that support and encourage inquiry and 
the development of higher level thought processes. 

The accomplishment of these objectives requires teachers to 
function as quest! on-askers and facilitators of the learning process. 
Unfortunately, most teachers have not been trained to teach in this 
manner. Educators at all levels are becoming increasingly aware that 
if curriculum innovation Is to be productive and have tenure, school 
systems must provide opportunities through in-service education for 
teachers to understand and uti 1 ize. teaching strategies that involve 
students in learning experiences which serve a variety of individual 
needs. Further, the results of such in-service education programs must 
be ovservable so that school systems can justify expenditures of limited 
time and money. 

Problems of Implementation 

The design and implementation of such in-service education programs 
present several problems for administrators and teachers. First, a train- 
ing program which will accomplish the two objectives described above must 
provide continuing opportunities to link theory with classroom practice. 
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A frequeiit criticism of teacher education/ both pre-service and In- 
service, Is that lectures and other presentations of theory are often 
too far removed from practical applications In the classroom. There 
Is no doubt that teachers need a better theoretical understanding of 
both curriculum content and teaching strategies, but, if what they learn 
Is to lead to change In teacher-student behavior, then they need frequent 
opportunities to apply new knowledge and skills in classroom situations. 
Thus, rotation between theory and practice should be sequenced in amounts 
small enough to be manageable for the classroom teacher. Although the 
traditional concentrated one- or multi-week workshop may be easier to 
administer. It often fails on two counts - lock of opportunity for rota- 
tion and heavy reliance on expository techniques that implicitly rein- 
forces the idea, "Do as i do, not as I say to do." 

Secondly, it Is difficult to hire qualified consultants who under- 
stand the complexities of in-service training, who are experienced in 
training teachers in inductive methods, and who are available on a basis 
that stiisfies the needs for both flexible and frequent scheduling of 
training sessions. The cost of their services would be prohibitive, so 
that the result Is an inevitable shortage of qualified consultants. 

Hence, the necessity for developing in-service leaders within the local 
system. 

The third problem is time. Time pressures on both teachers and 
administrators require that In-service programs be adaptable to a variety 
of schedules -- short after-school sessions, Saturday sessions, release- 
time meetings, etc., depending upon the needs and desires of the partici- 
pants. 

Other factors, such as funding, teacher incentives, and supervisory 
follow-up must be considered in setting up an effective system for teacher 



development. The program that is described in the following pages 
attempts to attain the objectives and resolve the problems that have 
been discussed thus far. 

Background and History 

The Social Science Program at the Elk Grove Training and Devel- 
opment Center was started as a cooperative program with the Social 
Sciences Curriculum Study Center at University High School, University 
of Illinois, Urbana, Illinois under the direction of Ella C. Leppert. 

This cooperative agreement had grown out of the participation of 
Elk Grove School District #59 as a Demonstration Center under the 
Illinois Plan for Program Development for Gifted Children sponsored by 
the Office of the Superintendent of Public instruction in the State of 
Illinois. A coordinator was appointed for the Social Science Program 
in January, 196?. A resource library was started consisting of avail- 
able Social Studies Project materials and training and research materials 
for continuing education of teachers. Plans were started for a summer 
workshop in social studies. 

In April 196? the first coordinator accepted another position and 
a new coordinator was appointed. Plans for the summer workshop were 
continued. Since the second coordinator had prior commitments for the 
summer, it was necessary to appoint a director for the summer program. 
Carl Rose of Forest View High School in District #21 A accepted the 
interim position of director of the Summer Workshop In Social Studies. 
Teams of teachers from six school districts were participants. Each 
team selected particular social studies project materials which was to 
be used in a teaching situation with children in summer school. Project 
materials which were used included Hilda Taba's Contra Costa Social 
Studies Program, A Social Science Program of the Educational Research 



Council of Greater Cleveland, University of Illinois Social Science 
Curriculum Study, and the Amherst Project in History and Social Science. 

As a result of feedback from the summer workshop and discussions 
with teachers and administrators, it seemed that the greatest area of 
need and Interest for supporting services in social studies exist in 
the elementary school. Thus the emphasis of the Social Science Program 
for the year 1967~68 was placed on the development of services in the 
use of innovative social studies materials and methods at the elementary 
school level. 

Workshops were designed to explore the teaching of thinking in 
social studies and the teaching of values in the social studies curric- 
ulum. The focus of these training programs was :> be on process or 
method and the concern was with human interaction In the classroom, 
using content as a vehicle of communication. 

In the final year of the grant, Fred Miller was hired as coordi- 
nator. The program was renamed Strategies for Social Studies and moved 
from a development project to a training project. The content focus 
was limited primarily to Teaching Strategies for developing children's 
thinking. This was done In response to the interest generated by the 
exploratory seminar on Thinking held by the former coordinator. 

Background and Objectives 

The Tabe In-Service Education Program -- Teaching Strategies for 
Developing Children's Thinking — is the result of many years of research 
and development by the late Hilda Taba, internationally recognized as a 
leader in curriculum development and learning theory. She and her staff 
at San Francisco State College worked with dozens of elementary school 
teachers to evolve a social studies curriculum and in-service education 
program that emphasized the systematic development of major thinking 



skills and processes around significant content. Through many years of 
experience, Dr. Taba came to the realization that curriculum innovations 
would be short-lived and often emasculated unless teachers were provided 
opportunities through in-service education to deal effectively with the 
fol levying needs W: 

A. The need to understand that learning experiences serve for 
both mastery of content and development of specifiable 
mental processes. 

B. The need to know how to substitute specific selections of 
content that serve the same pedagogical functions, so that 
teachers can adapt a curriculum to the varying needs of 
thei r students . 

C. The need for teachers to know how to adjust the pacing of 
cognitive processes according to the range of abilities in 
their groups. 

D. The need to alter some present teaching strategies rather 
radically; the need to learn to formulate and to use open- 
ended questions, instead of depending on expository and 
prescriptive teaching, and to plan developmental learning 
sequences . 

E. The need to master the skill of diagnosing student feedback 
(data from discussions, writing, and research) in terms of 
mastering both content ideas and cognitive skills. 

In attempting to fulfill such needs and to provide teachers with a 
theoretical understanding of curriculum development and practical knowl- 
edge of a variety of teaching techniques, Dr. Taba and her staff evolved 
a model for in-service education. Since her death, several of Or. Taba' 
close associates have continued her work and have produced an in-service 



system, based on her original model. 

Supporting Documentation 

The fundamental assumption of Strategies for Social Studies is 
that thinking skill development is a valid and attainable curricular 
objective. In order for this to be possible, it was necessary first 
for research to provide a precise analysis of the processes and of 
the psychological dynamics of the mental activity we call thinking. 
Piaget [5], Sigel [6], Bruner [7], and Guilford [8] provided Hilda 
Taba with the theoretical and empirical basis upon which to identify 
trainable cognitive skills. It was then necessary for Taba to test 
the hypothesis that “under optional conditions training would result 
in an acceleration of the usual developmental sequence, such as the 
appearance of abstract or formal thought" and find the relationship 
between abstract thinking and I.Q. test scores. She found (Thinking 
in Elementary School Children, 1364) [3] that children can learn 
higher level thinking skills at a much earlier age than had previously 
been conceived possible. Although Piaget was correct about the impor- 
tance of maturation in the child's ability to see more abstract rela- 
tionships for example, his listing of wide experience and social 
transmission were equally important aspects affecting thinking, making 
It possible for children to develop thinking skills three, four or 
five years earlier. 

The question concerning the relationsi ips between I.Q. test 
scores and thinking also shed some surprising light. Taba found a 
low corelation between I.Q. results and the ability to use thinking 
skills. Children identified as slow learners did just as well in 
cognitive functioning as long as teacher pacing was appropriate and 
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the dependence upon reading for intake was minimal. 

It became appropriate to then identify those factors that most 
heavily contributed to the children's success in developing thinking 
skills. Certain teaching strategies were identified as the major 
contributing factors. Along with propre pacing and sequencing the 
out ding result of Taba's second study. Teaching Strategies and 
Cognitive Functioning in Elementary School, I966 [10], was that teachers 
get, in terms of level of thought, that which they seek and expect. The 
three cognitive tasks identified by Taba were broken down into three 
levels of thought each. For each thought level, if we wished children 
to overtly respond in a way that demonstrated the appropriate covert 
mental processing, there were appropriate generic eliciting questions. 

Taba, therefore confirmed the following hypothesis of her second 

study: 

1) "If the students were given a curriculum designed to develop 
their cognitive potential and theoretical insights, and if 
they were taught by strategies specifically addressed to 
helping them master crucial cognitive skills, then they would 
master the more sophisticated forms of symbolic thought earlier 
and more systematically than could be expected if this develop* 
ment had been left to the accidents of experience or if their 
school experiences had been guided by less apprc^riate teaching 
strategies — and 

2) "Teachers' actions were one of the most important influences in 
guiding the thought processes of students" [11]. 

Being apparent, from this study, that the teacher's role was central 
and powerful for students' cognitive development, the necessity for in- 
service training becomes all-important if we are to do more than pay lip- 



service to thinking as an instructional objective. The second study 
*' 1 eft no doubt that certain teacher behaviors can be modified in ten 
days of training" [ 12 ], but such training must be a systematic in-service 
combining both theory and practice. 

In articles and speeches on techniques of in-service training, 

Taba indicates the need for in-service that was paced and sequenced 
properly and was administered with the appropriate teaching strategies 
[13] • Such is the aim of Strategies for Social Studies. 



PURPOSE 





Considering the theoretical and empirical references cited in the 
rationale. Strategies for Social Studies has based its objectives upon 
several assumptions. 

First, that thinking skill development should be one of the 
multiple objectives in an elementary school curriculum. The exploding 
amount of knowledge and rapidity of change suggests that an autonomous 
thinker «dio can make sense of the world around him is a valuable asset 
to our culture. We have learned from research more about what learners 
are like and about the nature of the learning process. Vte assume, there- 
fore, that thinking skill development is a valid and attainable curric- 
ular objective. Actually, most curriculum guides for elementary social 
studies do, in fact, alude to thinking in their list of objectives. 

If we are to do more than pay lip-service to thinking as an objec- 
tive, we must define the skills in behavioral terms and consult the 
research as to its implementation. The research provides Strategics 

for Social Studies, its second assumption if we want to implement 

thinking as an objective, we must use appropriate teaching strategies 
and properly select and organize learning experiences. Many curriculum 
planners enumerate objectives and end with the selection and organiza- 
tion of content. Taba has shown us that content meets only the knowledge 
object i ves . 

Our third assumption is that teachers can be trained to develop 
the appropriate teaching strategies. Hilda Taba's research as well as 
others, negates the idea that good teachers are born, not made. "Those 
operating on this assumption regard teaching as a sort of mystical art. 
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the secrets of which a few 'good' teachers grasp intuitively. Such an 
assumption denies the possibility that teaching involves techniques and 
skills that can be learned by a great range of individuals, provided we 
can identify those techniques and skills and help teachers to master 
theirf' [1^]. 

Lastly, it was believed that a teacher trained in the Taba strat- 
egies related to her three cognitive tasks would also develop a positive 
generic teaching strategy affecting the general classroom atmosphere. 

The teaching strategies emphasized in the program are neither 
revolutionary nor new. They represent techniques that effective teachers 
have often used, but not always understood as far as purpose and function 
are converned. This program concentrated on providing teachers with a 
rationale for their teaching as well as methods for improving their 
skills in the use of particular strategies. 

Yet there were some significant contributions in Strategies for 
Social Studies, such as its pattern for dissemination. It was assumed 
that an outs»-*«^ "expert" is limited by time and other factors in the 
number of teachers that could be trained. The focus on identified or 
potential teacher- leaders was a m^ans by the program coordinator to supply 
local districts with an autonomous trainer who would train one or more 
groups of twenty-four teachers. It was assumed that two or more teachers 
from each twenty-four would be identified for further leadership train- 
ing. The second year of local training would see more groups being 
trained, setting up a multiplier effect. 

Although the specific goal is the training of teachers in teaching 
strategies for developing children's thinking, teachers found some signif- 
icant side effects. They needed to listen closely to what children were 
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saying during a classroom discussion, in terms of content and thought 
level. Functioning as a seeker of ideas rather than a giver of informa- 
tion, the pre-‘discussion planning of a content, process and cognitive 
map freed the teacher from wondering where to lead the discussion and 
emphasized the need to carefully a tune to the dynamics taking place. 

No longer identifying children merely by I.Q. or reading level achieve- 
ment but more by cognitive style and various styles of taking in and 

5 

expressing information, the teacher could then individual ize within a 
class both during and before discussion. 

If a longitudinal study were to measure student objectives to 
corroborate, the research of Taba, in addition to the increasing general 
ity, complexity and abstractness of their conceptual style, certain 
attitudinal changes may well be noted, e.g.: 

... the self-security that permits one to be comfortable 
in differing from others 

... the open-mindedness that permits the examination of 

opinions and of individual ways with reasonable considera- 
tion and objectivity 

... the acceptance of changes that allow one to adjust as a 
matter of course to new ways and events 
... the tolerance for uncertainty and ambiguity with minimal 
anxiety [15]* 

Objectives 

In April of 1967 the objectives of the Social Studies program 
were to provide an opportunity for social studies teachers to: 

1. Familiarize themselves with and teach new social studies materials 
now being developed by major project centers 
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Implement new teaching techniques in relation to newly developed 
materials . 

3. Develop methods and materials that would supplement and vitalize 
existing curriculum in their own system 

The second coordinator, Mary Kooyumjian, expanded the objectives 
to read as follows: 

Instructional Objectives: 

a) to develop a positive attitude toward Social Science 

o) to learn about the content of the new materials 

c) create flexible presentations of the new materials 

d) learn the appropriate methods of inquiry and inductive teaching 

e) implementation of the social studies in the total curriculum 

f) encourage team teaching techniques In the social studies 

Mrs. Kooyumjian's Social Science Program developed a more refined list- 
ing of objectives as follows: 

1. to provide a theoretical background for variety of teaching 
strategies (Guilford, Flanders, Gallagher, Taba, Torrance, 

Mas low, etc.) 

2. to provide an open environment In v/hich it Is "safe" for teachers 
to try out new Ideas and methods. 

3. to develop understanding and ability to use teaching strategies 
for teaching "thinking skills" as outlined by Taba 

4. to understand and differentiate "thinking" operations as 
divergent, convergent or evaluative 

5. to be wl 1 ling to operate In a different role as teacher — to 
be a motivator rather then the knowledge expert or the purveyor 
of knowledge 



6. to be able to define specific objectives to be accomplished 

7« to acquire abilities to ^sk different questions which require 
different thinking operations 

8. to share with other educators the materials, methods, techniques, 
problems, failures, and successes experienced in the training 
programs 

Because of interest generated in the Taba strategies, in Septem- 
ber, 1968 Mr. Fred Miller's Strategies for Social Studies stated its 
objectives as follows: 

Objectives for the Teachers — upon completion of the program, teachers 
will be able to: 

1. state the purpose and functions for each of the cognitive 
tasks used in the program 

2. state the purpose of a discussion and organize a discussion 
possibilities plan for each cognitive task, both from material 
provided in the program and from material selected independently 

3. conduct a discussion in the classroom using the question 
strategies appropriate to the task 

evaluate the discussion to identify the exact function of each 
question used and to assess specific areas of success and 
difficulty 

5« organize feedback from students in order to revise particular 
teaching strategies and state the reasons for such revisions 

6. identify and utilize particular criteria for evaluating concepts 
and generalizations formulated by students 

7. identify the type of content and the specific functions of each 
learning experience in a process curriculum unit 



8. identify and select appropriate opportunities to use each of 
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the teaching strategies in the program 
Objectives for the Leaders -- In addition to attaining objectives for 
the teachers, the training leaders will be able to: 

1. conduct and analyze a sensitizing experience for each unit 

2. build discussion guides with a group of teachers in the same 
manner as their teachers 

3. supervise the development of discussion guides by pairs of 
teachers 

4. evaluate concepts and generalizations using the Taba Project 
evaluation system and demonstrate the use of this system with 
teachers 

5* conduct analyses of selected problems using an overhead 
projector and tapescripts 

6. conduct a group analysis of a process curriculum unit 

7. conduct analyses of demonstration films 

8. collaborate with a teacher in evaluating a classroom discussion 
using the criteria provided in the evaluation sheet; identify 
specific areas of difficulty and suggest specific strategies 
for improvement 

The changing objectives show a trend from the broad focus of a 
developing program to the more limited focus on those aspects of the 
development that have stimulated interest, have been supported by 
research, and have shown to be attainable through training. The 
objectives of Strategies for Social Studies included serious attention 
to the basic questions of the Elk Grove Training and Development Center. 
Willingness to Expose and Study Own Behavior 

In each of the four units of in-service instruction the sequence 
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of learning activities included at least two opportunities for class- 
room tryouts. The tryout phase began with tjilding a discussion possi- 
bilities guide with a grade level, partner and studying it in relation 
to a sample guide provided by the leader. The teacher then conducted 
and audio-taped discussion in her class. After this experience teachers, 
either alone, with a partner, or in conjunction with the leader, evaluated 
the tape recording using an evaluation form provided. For this urpose a 
Taba matrix was developed by the coordinator as well as using a five- page 
self-assessment form. From examining this self-evaluation instrument, it 
becomes apparent that the teacher would have objectively studied her 
verbal behavior in comparison to her discussion plan and the Taba criteria 
for that cognitive task. When meeting again as an in-service group, the 
leader would ask "What did you notice about the children during your try- 
out?" and "What did you notice about your teaching behavior?" 

Getting out the two lists of data would be followed by questions 
asking for cause and effect relationships between the two lists, account- 
ing for these inferences, and generalizing from our experiences. In 
effect, the leader had used one of Taba's strategies to encourage exposure 
and study of one's own behavior and the experience of the group. Various 
kinds of reinforcement activities were used to further encourage self- 
examination. Demonstration films, tapescripts and problem modules from 
tapescripts encouraged analysis and opportunity to gain insight into one's 
teaching behavior. 

Change in Role Perception 

These insights gained provided teachers with a new perception of 
their classroom role. No longer a purveyor of information, this stimu- 
lation of activities and seeker of ideas should be able to 5;ay to a more 
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traditional teacher, "the big ideas that come out of my class discussions 
haven't happened by accident. I have deductively planned what students 
can indictively experience, so that a thinking process as well as content 
is dealt with". Such a teacher saw herself developing this role as her 
skill in planning, questioning, and evaluating increased. 

Skill Development 

These skills included proficiency in the use of questioning strat- 
egies for Concept Formation, Interpretation of Data (Developing General- 
izations), Interpretation of Attitudes and Feelings, and Application 
of Principles. The teacher has learned how to plan discussion possi- 
bility guides for each of the four tasks, units of instruction using 
the tasks, and skill in applying the appropriate criteria to the perfor- 
mance of her own students. 

Relation of Above to Student Learning 

When teachers can see their role and develop the skills suggested 
above, there are results in terms of students. The concepts students 
build are increasingly more abstract, accurate, and flexible. Their 
generalizations are more accurate and complete content-wise, and more 
abstract, qualified, and tentative process-wise. Students are more 
able to apply generalizations to new circumstances because teachers 
have continually stimulated the search for relationship. 

The major purpose of Strategies for Social Studies then Is — 
teaching strategies for developing children's thinking. 



ACTIVITIES 



I . Overview 

Strategies for Social Studies was Involved In disseminating and train- 
ing with the Taba In-Service Education Program and consulting with those 
Interested In Taba curriculum development criteria or Taba*s Contra Costa 
Social Studies Guides. Appendix A contains the sequenced syllabi for the 
two major workshops. Appendix B contains sample awareness conferences. 
The following Is the In-service training model from which the coordinator 
of Strategies for Social Studies selected the content and activities for 
each group with which he worked. 

II. Content of the Program 

The content of the Taba In-Service Education Program Is divided Into 
seven units: 

(Jnlt A Concept Formation 

Unit B Interpretation of Data (Generalizing) 

Unit C Interpretation of Feelings and Attitudes 
Unit D Application of Generalizations 
Unit E Analysis of a Process Curriculum 
Unit F Readings 

Unit G Analysis of Teaching Problems 
The following provides a brief statement of the background and purpose 
of Units A-E: 

Unit A Concept Formation 
Background : 

Concept formation Is the first of three thinking tasks that 
Hilda Taba identified as appropriate for systematic develop- 
ment with elementary school children. This development Is 
stimulated and guided by the teacher through the use of partic- 
ular question sequences and teaching strategies. .The 
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strategies make it possible for the teacher to analyse more 
effectively the level of concept development and to encour- 
age children to seek out new and more flexible relationships 
by developing their abilities to list, group, and classify 
information. 

Purposes : 

The materials and activities in this unit provide opportuni- 
ties for teachers: 

1. to develop proficiency in the use of questioning 
strategies involved in concept formation 

2. to develop discussion sequence models, to utilise 
the models in their classrooms, and to evaluate 
their performance 

3. to acquire some introductory theory about the 
nature of concepts and concept formation by children 

4. to learn the criteria for evaluating concept forma- 
tion and to apply the criteria to the performance 
of their own students 

Unit B Interpretation of Data 
Background: 

Interpretation of Data is the second thinking task identified 
by Hilda Taba and her staff for systematic development. In 
this task students learn the intellectual processes involved 
in making inferences and fonmilating generalisaticms from 
information they have obtained. As was the case with Concept 
Formation, teacliers help students develop these skills by 
means of particular question sequences and teaching strat^ies. 

Purposes: 

The materials and learning experiences in this unit provide 
opportunities for teachers: 

1. to develop a proficiency in the use of question 
sequences and teaching strategies involved with 
Interpretation of Data 
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to develop discussion sequence models# to utilise 
the models In their classrooms, and to evaluate 
their performance 

3. to acquire some Introductory theory about the 
generalizing process 

A. to learn the criteria for evaluating generalisations 
and to apply the criteria to the performance of their 
own students 

5. to acquire additional knowledge and skill in working 
with students in group situations 



Unit C Interpretation of Feelings and Attitudes 
Background: 

In many respects learning experiences dealing with feelings 

attitudes are an extension of the Interpretation of Data 
task. Students need to develop the ability to make general- 
isations about situations that involve emotions if they are 
to become mature, rational human beings. Particular teach- 
ing strategies and question sequences are needed to help 
students learn how to Interpret human actions. 

Purposes: 

In this unit we provide opportunities for teachers. 

1. to develop a proficiency in the use of question 
sequences involved in situations dealing with 
feelings and attitudes 

2. to develop discussion sequence models and to 
utilize the models in their classrooms, and to 
evaluate their performance 

3. to develop the skills involved in the use of role- 
play as a means for examining social values 

Unit D Application of Generalizations 
Background: 

The third cognitive task developed by Hilda Taba is concerned 
with the skills involved in applying present knowledge to new 
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•Ituatlons in order to evaluate the aucceee of developing 
generalizations and to extend and reinforce thcB. As with 
the other cognitive tasks* Application of Generalisations 
** p has 1 ***«? ti»a developnent of specific intellectual skills 
as well as new understandings* These are stiwulated and 
guided hy of particular question sequences and teac hing 

strategies* 

Purposes: 

The naterials and activities in this unit will provide 
opportunities for teachers: 

1* to develop a proficiency in the use of quest im 
sequences and teaching strategies for Application 
of Generalizations 

2. to develop question sequence models and apply them 
to a variety of content areas 
3* to make additional evaluations of generalizations 
produced by their own students 

Unit E Analysis of a Process Curriculum Unit 
Background: 

The major responsibility of the Tabs Curriculum Development 
Project has been to develop a process curriculum in the 
social studies for grades K-'8* This curriculum* guided by 
the theories of Hilda Taba* has evolved over many years' work 
from the combined knowledge and experience of teachers and 
scholars. The significance of the Taba curriculum is the 
unique way in idiich content is organized and learning expert 
iences are sequenced in order that teachers can guide students 
in developing significant concepts and ideas* important attl^ 
tudes and feelings, as well as particular skills* especially 
those related to thinking. 

Purposes : 

The materials and activities in this unit provide opportuni-* 
ties for teachers: 

1* to develop an understanding of essential ideas 
concerning curriculum development 



o 
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2 . 



to leam how to analyze curriculum units for the 
purpose and function of content 
3. to leam how to analyze curriculum units for the 
purpose and function of learning experiences 

Sequence of Learning Activities 

Although the Taba In-Service Education Program Is flexible and open- 
endedt careful attention has been given to designing a sequence 
between theory and practice. Just as important, however, is that 
the sequence eobodles principles of inductive learning. By 
participating in a sequence of inductive learning activities, 
teachers should arrive at a better understand!^ of the functions of 
learning experiences in a process-oriented curriculum. 

In Units A-D, which focus sharply on teaching strategies, the sequence 
of learning activities is as follows: 

1. sensitizing experience for each cognitive task 

2. analysis of sensitizing experience and introduction 
to theory 

3. development and analysis of a discussion possibilities 
model with entire group or in teams 

4. development and analysis of a discussion possibilities 
model by grade level pairs 

'5. classroom tryout of discussion models 

6. evaluation of classroom tryout 

7. observation and analysis of demonstration films 

8. analysis of problems in classrocMA discussion 

9. evaluation of students* thinking 

10. additional theory and aunnai^ 

11. applications of the teaching strategies 

12. additional readings. 

A brief description of this sequence is provided In the following 
paragraphs. 



PHASE 1 Sensitizing Experience 



The first learning experience in each unit is designed to 
sensitize or acquaint teachers with the ^rmaics of the 
cognitive task. The “^jective is to provide them trlth a leamr- 
ing situation that is similar to one they would utilize with 
their students. 

The next step is for teachers to analyze the experience, in order 
to reconstruct its important elements. This provides the 
opportunity for participants to ask questions as well as for the 
leader to Introduce the theoretical elements of the cognitive 
task. 

PHASE 2 Group Practice 

One of the key objectives of the program is to help teachers 
learn how to plan and conduct a classroom discussion that facll* 
itates Uiinking. Following the sensitizing experience, die 
group divides into teams of five or six' for the purpose of build- 
ing a discussion plan. Such a plan consists of a stated purpose, 
the major focusii^ question for each thought level, supporting 
questions for purposes of clarlflcetion or extension, and 
possible responses that a teacher could anticipate but not demand 
from students. It should be emphasized that any plan la only a 
possible plan, for In reality no one can anticipate what will 
actually happen in a classroom. However, experience has demoor 
atrated that unless teachers have some type of plan in mind, 
claearocai discussion is usually unfocused and unrelated to 
productive thinking, thus, the emphasis on pl annin g with e 
purpose. 

PHASE 3 Individual Practice and Tryout 

Following the team practice, eadi pair of teechera la asked to 
build a grade level discussion possibilities plan baaad on con- 
tent that has been provided. The teachers are also provided 
with models to check against. ' Following tills experience each 
teacher is to try out his plan with bis students snd record 
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the discussion for evaluation purposes. Additional opportunl-* 
ties for classroom tryout are Interspersed throughout the 
progran based on similar worksheet plans and models. 

PHASE 4 Evaluation of Classroimi Tryout 

After classroom tryout each teacher > either alone, with his 
partner, or In conjunction with the leader, evaluates a tape 
recording of his performance using an evaluation form. Obserir- 
able and measurable change in performance can thus be dsBon~ 
strated over a period of several tryouts . 

PHASE 5 Analysis and Reinforcement 

Reinforcement and additional Insights are provided in three ways. 
One Is through observation of classroom demonstration films. A 
second way Is through analysis of tapescrlpt of classroom dls- 

t 

eusslons In which particular sequences and strategies are dis- 
cussed. The third Is through tapescrlpt analysis of problems 
that coBswnly occur during classroom discussions. 

PHASg 6 Evaluation of Student Performance 

Evaluation of student performance should be an essential corn- 
ponent in any In-service program. In the Taba program teachers 
are taught both Informal and formal methods of measuring the 
development of students* cognitive skills. Particular criteria 
for assessing levels of thinking are developed for each t hin k in g 
task. In the units on Concept Formation and Interpretation of 
Data formal testing Instruments are also provided. 

7 Additional Theory, Summary, and Application 

Earlier It was stated that the program combines ^eory with 
practice. Throughout each unit, readings are provided at 
appropriate times as are films dealing with elements of theory 
about the development of thinking. At the conclusion of each 
unit is a summary related to the application of the t e ac hin g 
strategies In the classroom. 



EVALUATION 



The first disseminative effort of Strategies for Social Studies 
(August, 1968) announced the program as "an open-ended design". From 
the onset Mr. Miller wished to stress his commitment to fluid programs 
that respond to changing needs and take full advantage of feedback 
from one activity as a means of improving the quality of the next* 

Even prior to the release of the program brochure, the Coordinator 
visited curriculum representatives of consortium districts to determine 
their assessment of the previous T & D Social Studies program. It was 
this needs evaluation that led to formulation of the rationale and 
objectives of Strategies for Social Studies. The scope of the original 
program as announced in the enclosed brochure was further limited as the 
Coordinator assessed time and financial factors. 

Once the program was under way, the prime Instrument for obtaining 
feedbaqk'was the Strategies for Social Studies Feedback Inventory (see 
Appendix C). Having eight criteria in symantlc differential format and 
three open-ended items, this provided a quick easy-to-use instrument 
that could easily be summarized on a single sheet of each session (see 
Appendix C) . This Instrument was used for training groups that met 
throughout the year as well as for awareness conferences.' Although the 
Coordinator would recommend different feedback devices as appropriate to 
the varying purposes of the specific group, this system did make possible 
comparlslons between groups. Asking for code numbers also made compari- 
sons possible at various time intervals for feedback sheets furnished by 
the same person. 

In addition to the prime Instrument, Mr. Miller took full advantage 
of other opportunities to gain data to further modify the program on its 



presentation. The participants in the leadership group were also asked 
to complete a feedback sheet supplied by the Institute for Staff Develop- 
ment that made comparisons possible between feedback from participants 
trained in Chlcagoland with over twenty other training areas throughout 
the country* 

Feedback was also gained from process observations with the leader- 
ship group. Contra Costa opinlonnaires with the teachers group, letters 
after awareness conferences and by the report furnished by the Outside 
Evaluation Team. 

Although interpreting feedback from an entire year is a formidable 
task, the following is meant to summarize trends on the Feedback Inventory 
for each item and comment when appropriate on the item itself 



ITEM # 1 




B 



I UNDERSTOOD what 

was presented today. A a X b B 

Ideas were presented 

clearly. 



I WAS NOT ABLE TO UNDER- 
STAND today’s material. 
Clarity in presentation 
was lacking. 



With hind-sight this Coordinator now sees how this item actually 



contains two criteria, both a self-assessment of kncv ledge gain and an 
appraisal of the clarity of presentation. It would be quite possible to 
have perfact understanding yet poor presentation and vice versa. This 
item was originally selected because although performance level is the 
ultimate goal, the program rotates between theory and practice with the 
belief (and observation) that knowledge of the theoretical underpinnings 
differentiates between the teacher able to copy a particular strategy 
and one able to appropriately modify that strategy to many variables 
(differing content, individual differences, etc.). 



’’STRATEGIES FOR SOCIAL STUDIES” 



FEEDBACK INVENTORY SUMMARIES 



TABLE ”A” - District #23 






A 


a 


X 


b 


B 




■ 


1) 


4- 


80 


15 


0 


5 


0 






2) 


4- 


46 


43 


6 


4 


1 






3) 




4 


16 


8 


14 


58 




NOTE: All fisures In 


















percentages of 






1 


.4 


6 


15 


74. 




total response 


5) 




56 


31 


3 


6 


4 






6) 




66 


22 


9 


2 


1 






7) 


<- 


62 


34 


4 


0 


0 






8) 


<- 


78 


16 


6 


0 


0 




TABLE ”B” > Leadership 


1) 




83 


13 


4 


0 


0 






2) 


f- 


49 


50 


1 


0 


0 





3). 


0 


7 


13 


16 


64 




4) 


0 


1 


5 


7 


87 




5) 4- 


— 52 


30 


7 


6 


5 




6) f 


- 70 


28 


2 


0 


0 





7) 4— 88 7 4 1 0 

8) 87 9 4 0 0 

TABLE ”C” - Awareness 

Conferences .1) 75 24 0 1 0 

2) 4* 62 27 8 3 0 

3) 14 13 5 19 49 

4) 6 13 5 24 52 

5) 4^ 46 35 11 8 0 

6) 4* 72 20 8 0 0 

7) 4^ 60 37 3 0 0 

8) 4r^ 89 11 0 0 0 
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On this Item, tables A, B, & C show that responses Indicated a 



strong positive. The negatives all occurred In Table A on the session 
devoted to Intake and activities related to analysis of thought levels. 



A 


ITEM P 2 




B 


PRODUCTIVITY was 






PRODUCTIVITY was low. 


high. We were 






We were proud, fat 


digging hard and 


A a X b 


B 


and happy just coast- 


were earnestly 






ing along. Our meeting 


at work on a 






was Irrelevant. 


specific task. 








We achieved 








something. 









Although this Item also Indicates a strong positive. Table B shows 



more positive than the other two. Perhaps the fact that all~day sessions 
were given to that group made possible more depth and a greater feeling 
of productivity. In Tables A & C the negatives occurred during the 



session vdiere demonstration films and film analysis was first Introduced. 



A . 


ITEM # 3 




B 


INVOLVEMENT was 






INVOLVEMENT was present 


lacking^ 'I watched 






I was participating. I 


from the outside. A 


a X b 


B 


felt part of what was 


I did not feel part 
of what was happening. 






taking place. 



It will be noticed that on this Item the positive and negative items 



are reversed (as in Item PA also) . I attribute many of the negatives from 
Table C to the fact- that with these groups (many of which met only one 
session) many hurriedly assumed all positives to be at the left. The 
negatives from Table A occurred on the session devoted to analyzing a video 
tape made by the Coordinator; the negatives from Table B seem to occur on 
the sessions where the leader analyzed or presented with the use of trans* 
parancles . 
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ITEM #4 



fi 



THE CONTENT was 
Inappropriate to / 
ray own situation 
It had no relevance 
to what I do daily. 



a 



B 



THE COMTENT was meaning- 
ful to my own situation. 

I could see how this could 
apply to what I do during 
the week. 



Table C*s greater percentage of negatives could be due to the arrange- 
ment on the page (as in Item #3) and the greater difficulty of meaningful 
content when working with a group only once or twice. On Tables A i B the 

. I 

negatives show no pattern. 



ITEM # 5 



B 



B 



THE ACTIVITIES were poorly 
sequenced and paced. We 
were bored or lost. There 
was too much or too little 
of certain kinds of 
activities. 



THE ACTIVITIES were 
paced and sequenced 
so that we smoothly 

progressed toward A a X b 
our goals. Thelre 
were few jumps where 
we lost many, or 
repetive activities 
that bored us. 

On this item all three tables show a similar pattern with negatives 
occurring in Tables A & B again at sessions heavy with audio-visual 

V 

materials. 



ITEM # 6 



B 



B 



T WOULD NOT USE any of 
the activities in my own 
classroom 



I WILL BE ANXIOUS 
TO USE some form of 

the strategies A a X b 

presented in my . 

classroom 

These tables show few negative responses on this item. Although 
the program guaranteed use by groups represented in Tables A & B, the 
Coordinator would have liked a follow-up to see if use occurs from various 
groups represented in Table C. 






A 



ITEM # 7 



B 












I^D FEEL COMFORTABLE 
with these strategies 
in my classroom. I A a X b 
could easily incor- 
porate them into my 
style. 



I WOULD NOT FEEL COMFORT- 
ABLE with these strategies 
B in my classroom. My style 

is too different. 



The Coordinator is comforted by the positive response to this item 
but would have desired more negative response from groups represented in 
Table C as he doubts tnat these short sessions made it possible for the 
strategies to be easily incorporated in their style. 

A ITEM // 8 B 

THE LEADER was open, THE LEADER was Inflexible, 

flexible and accept- A a X b B rigid and rejecting 

Ing 

The Coordinator was overwhelmed by the response to this item and was 
pleased to see a trend from "a” to ”A'*. The abundance of bouquets on 
Item //lO was equally pleasing. The suggestions given in Item #11 were 
often used and when not used, the Coordinator often would mention at the 
next session his rationale for not changing, e.g., time period of sessions. 

Whereas the daily feedback inventory provided a continuous possibility 
for modifying the program or its presentation, the other formative proce- 
dures used provided comparisons with work of other trainees on different 
criteria. Table **D” summarizes the feedback sheet supplied to various 
Taba Leaders. It was administered about 2/3 through the training of the 
Leadership Group. For Items #4, 5, 7, 9, & 11 data was available for the 
local training group only. 

In commenting on Table D, the Coordinator finds interpretation 
possible in the light of three questions and comparisons possible between 
the local and national feedback. The three questions are: 

1) How does this reflect upon training program and its process? 

2) How does this reflect upon the training materials? 

3) How does this reflect upon the trainer? 



n 

i 



o 
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m 
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TABLE **D” 



Questions 1 and 2: On the following list of activities, please check 

the three which you think have been most helpful 
to you In Improving your classroom teaching. 
Please draw a line through the three that have 
been least helpful. 

Mote ; When all Items were tallied and the least 
helpful subtracted from the most helpful, 
.this was the order of preference. 



Item 

a. Sensitizing experience 
and analysis of It 

b. Group planning of 
discussion possibilities 
guide 

c. Planning of grade level 
discussion possibilities 
guide 

d. Classroom tryout and 
evaluation 

e. Observation and analysis 
of demonstration films 

f. Analysis of tapescripts 
of classroom discussions 



National - Order of - Local ■ 
Preference 

2 1 

3 4 

5 5 

1 2 

7 10 

8 7 



g. Discussion of problem 

sequences on transparencies 10 

h. Readings ^ 

1. Exercises on evaluating A 

children's thinking 

j. Viewing and discussing 9 

Dr. McNaughton's films 
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Question 3:. Up to this point in the program^ in what specific ways 



has your teaching changed? 







National 


Local 


Not 


answered: 


8 




1. 


I've become more open and accepting of 
children's ideas. I talk less and 
listen more. 1 give the children more 
chance to express themselves. 1 
encourage them to contribute to the 
discussion. 


138 


18 


2. 


a) I'm more concerned about the 

types of questions 1 ask and the 
importance of questions » in 
general. 


83 


14 




b) 1 ask more open-ended questions. 


16 


2 




c) I'm asking more "idiys" as well 
as "whats". 


5 


2 


3. 


I'm encouraging the children to do 
more high level thinking. 


72 


- 


4. 


I'm more organized now; 1 plan better 
and for a purpose. 


13 


— 


5. 


Very. little, or none. 

% 


16 


- 


Question 5: In what ways is this in-seryice 


program different from 




others you have been involved in? 




1. 


Ihich longer 




6 


2. 


Variety of activities 




2 


3. 


More Involvement 




14 


4. 


More structured 




4 


5. 


Relaxed and flexible 




6 


6. 


More depth 




5 


7. 


Process centered 




5 


8 . 


No answer 




3 


9. 


This is my first 




3 


10. 


More audio-visual 




2 



Question 6: What specific suggestions do you have for liq>rovlng 




O 










this program? 



National 



Not answered 

1. Time Factors 

a) Program should be less spread out 23 

b) The time of day Is bad 3 

c) Sessions should be shorter 3 

d) Sessions should be longer 5 

e) Need more time for study 2 

2. Materials 

a) Better quality films 44 

b) Films should be models 3 

c) More legible transparencies 2 

d) Smaller manual 6 

e) Readings should be Incorporated 

into the manual ^ 

f) Glossary should be provided 3 



g) More material for primary teachers 11 

h) More material In other subject areas 2 

1) More material for slow learners 4 

j) Stories should be shorter 3 

k) More stories to choose from 13 

l) Better stories 2 

3. Process 

a) Need to have opportunity to observe 
leader demonstrate Tabs approach 

with children 30 

b) Need micro-teaching 2 

c) Need overview at beginning of program 10 



Local 

2 



6 



2 



4 

2 



2 



2 
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iik 



National 



Local 



d) Need summary of goals of program 

e) Need more self-evaluation and 
evaluation of other participants 

£) Need less time on concept 
formation 

g) Need simpler* clearer, more 
organized presentation of program 

h) Need more on specific teaching 
strategies to bridge the gap 
between theory and practice 

1) Need more help on application to 
our own curriculum 

j) Need less repetition In the 
program 



16 



10 



14 



4. No category 

No improvement needed 
Question 7: Would you recommend this program to your fellow teachers? 

Test a must 



1 

2 

3 

4 



Tes 



Yes, but a more condensed program 

Only to those who would be training others 



8 

11 

3 

3 



Question 8: In what ways could the training leader be more helpful or 

effective? 



Not answered 

1. The leader Is very good 

2. The leader needs to work more with 
individual teachers: observe classes, 

. listen to tapes, and/or give feedback 

3. The leader should allow more time to 
work in, rather than outside of class 

4. The leader needs to have more answers, 
more experience, and better training 



37 


14 


131 


18 


23 


6 


ii 


4 


13 


0 



National 



Local 



5. The leader needs to better organized 

6. The leader needs more classroom 
experience 

7. The leader should explain things more 

8. The leader should explain things less 

Question 10: In what ways has your participation in this program 



affected your students? 



answered : 


42 


3 


Attitudinal 






a) 


They're more enthusiastic 


51 


6 


b) 


They're participating more, even 
shy ones and less intelligent ones 


77 


12 


c) 


They're talking more 


10 


2 


d) 


They're feeling freer (less 
reluctant) to express their 




8 




own ideas 


22 


e) 


They're trying harder to think 
through a problem 


1 


2 


f) 


They're doing research on their 
own better 


3 


2 


g) 


They're developing consideration 
for the view-points of others 


6 


2 


h) 


They're more ready to listen to 
others 


9 


4 


1) 


They like the novelty of these 
new discussions 


3 


- 


J) 


They like my listening to them 


2 


- 


k) 


They don't like my being absent 
from class in order to attend 
training sessions 


8 


2 



9 3 

7 

10 

4 
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National 



Local 



2. Cognitive 



a) 


Their thinking skills are 
developing 


19 


2 


b) 


They're improving in the way 
they look at and organize data 


12 


4 


c) 


They're making better 
gener alizat ions 


11 


- 


d) 


They're thinking on their own 
better 


11 


6 


e) 


They're reading more for knowledge: 
understanding rather than 
memorizing 


4 


— 


f) 


They're listing and grouping 


4 


2 


g) 


They're beginning to clarify their 
own statements, themselves 


2 


- 


h) 


They're seeing cause-effect 
relationships more clearly 


1 


- 


1) 


They enjoy Social Studies more 




5 


3. No Category 






a) 


Very little change because it's 
too early to tell 


18 


1 


b) 


llo change, period 


11 


- 



Question 11: What Is your general reaction to the program? 



JL 

1 don't find 
it very help- 
ful or Inter- 
esting 



3 

OK, but hardly 
worth the tln» 
and effort for 
what I'm learning 



5 

I'm learning quite 
a bit and it's 
worth the time and 
effort 



_7 

I'm very 
enthusiastic 
and it's really 
helping me 
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For Questions #1 and #2 the ten items will be discussed In the 
order of their appearance on the feedback form. Item "a” reflects most 
upon the trainer and then on the process, program, and materials in 
that order. In the local group, 63% of the respondents chose Item **a” 
as among the top three activities with none choosing It as "least helpful". 
The local trainer attributes this to his greater experience than most of 
the Taba Trainers, although on the national level. Item "a" did place 
second. 

Item "b" reflects equally on the questions to be answered with 
slightly more light shed upon the program In terms of where this of 
activity was placed In the total sequence. 

^fom "c" was In fifth place on both national and local feedback. 

This Item reflects most upon the process. The format for the planning 
of these discussion possibilities guides has been changed, which may well 
render their use even more effective. In the local group, more respondants 
(31Z) chose this Item as among the least helpful, than most helpful (19T). 

Item "d" reflects most highly upon the process, then the trainer 
and the program. Yet, because there Is often frustration and confrontation 
when analyzing one's own teaching behavior, this Coordinator expected this 
activity to be far less appreciated. Although this Item appears second 
<m the local and first on the national,, the order on the local would have 
been changed had only two respondants chose not to Include this Item as 
among the least helpful. The two respondants were probably of the few 
administrators In the group who found such an activity more threatening. 

Item "e" appears much higher at the national level. It reflects 
mostly upon the materials and program; 69Z of the local group chose this 
as least helpful and only 6% as most helpful. This feedback has been used 
by the producers of the films, and all have been re-done. 



Item "f" reflects upon materials and their order within the program. 
Both groups chose this item in low order of preference, and another means 
has since been found to provide the reinforcement of theory that was 
attempted in this manner. 

Item ”g" is similar in most respects to "f” but its use was more 
directed toward providing reinforcement after participants returned from 
classroom tryout experiences. This being a potentially crucial time in 
training, more meaningful activities have since been found. 

Item "h" was placed sixth for both groups and provided additional 
theory for outside reading. It*s place in the program was of minimal 
importance, and is apt to remain in its present form. 

The local Coordinator was surprised to find Item "1" so high on 
national and local preference. He has hypothesized that the preference 
for this activity was Inflated because the feedback was administered 
shortly after the introduction of this kind of activity. 

Item reflects upon the training materials and the program. 
Although these theoretical lecture films were of low choice in both groups, 
the program still wishes to alternate theory and practice and the lecture 
film is still better than providing additional readings, considering the 
complexity of the content introduced by Dr. McNaughton. 

The data for Questions 3, 6 and 10 of Table ”D" is self-explanatory. 
Feedback from Question A from the local feedback is especially gratifying 
in that this local area has been exposed to some of the finest inrservice 
programs this Coordinator has seen. 

The data from Question 8 reveals a weakness and a strength on the 
part of the local leader. Whereas 10 respondants to national feedback 
felt the leader should explain things more, 4 local respondants felt the 
leader should explain things less. The strength indicated is that the 
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locsl leader was more knowledgeable In the theoretical underpinnings 
and ramifications of the process, yet the weakness Indicated Is a need 
for this local leader to be tempted less to elaborate on Items of 
information. 

For Question 11, no data for national norms Is available. For 
the local group the mean response was 5.79 and the standard deviation 
was .093. Finally, for Question 7, all respondents would recommend the 
program with only 25% adding any qualification. 

Another procedure used to gain feedback with the Leadership Group 
was the Hawkenshlre Observation Procedure [16]. This method, crude but 
effective, provided data to be interpreted by the lea'der as well as the 
group participants. Simply stated, three different observations were 
made simultaneously of each ten-minute interval during some training 
sessions. One observer tallied the number of times various people spoke, 
one noted content of* verbal exchange, and the last noted the communica- 
tion process, stressing the non-verbal cues. From the data collected the 
leader became even more aware of the relation between his Interaction 
with the group and various non-verbal cues given in response. The leader 
began also working on giving clearer and more concise directions and 
verbal responses as a result of this feedback. Members of the training 
group were also able to gain feedback as a result of this simple procedure. 
The two or three members who previously dominated discussions at least 
realized the extent of their participation. Non-participators were 
confronted by fellow trainees and interesting discussions followed whereby 
various modes and styles of participation were explored. In addition, we 
compared the kinds of observations made by various observors and received 
a valuable lesson In the variety of things an observor can see, and how 
one's subjectivity as observor can invalidate much of the data using such 
simple interaction devices. 
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If an In-service program is to insure tenure of innovative 
practices, such educational practices must be related to the on- 
going curriculum in such a way as to institutionalize and thereby 
maintain the change even after the in-service has ceased. Although 
activities throughout each in-service unit are designed to relate 
the strategy to on-going teaching, the availability of Hilda Taba’s 
Contra Costa Social Studies curriculum does provide the ideal frame- 
work for the Institutionalization of the corresponding teaching 
methods. Simultaneous to Taba in-service, the teacher group also 
received specific help in the use of the Contra Costa Teaching Guides 
by three grade level leaders trained In the leadership group. Towards 
the end of the year an opinionnaire (see Appendix C) was administered 
to the twelve teachers of the pilot study concerning the use of the 
Taba curriculum. Although the directions indicated that feedback 
should relate to the curriculum rather than to the Taba in-service, 
there is obviously a difficulty in making this distinction for many 
items on the opinionnaire. The data is reproduced on the following 
page (Table E) also, because it might indicate the extent to which the 
three grade leaders were effective. 
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TABA SOCIAL STUDIES. 



, ■ .QPINIOliNAIRE SUMMARY.. . 



TABLE Indicates the direction of the positive response) 




Verbal Comments : 



1 . 

2 . 



- - 1 4 7 

- - 1 5 6 
3 9--- 
5-124 
0 2 1 4 5 
3 5 4 - - 
5 5 2 - - 



16, I especially liked the line of 
questioning (3) , the academic 
and social skills the children 
can learn (2) , children can 
learn to think for themselves 
and express ideas (4), student 
participation (5), teaching 
strategies (2) , varied source 
books (2) , low ability children 
can participate (2) , variety of 
projects suggested (1), children's 
enthusiasm (1) , child orientated 
program (1). 



5 4 3 -- 
0 3 13 5 
0 10 3 8 



17, I would change the way it is 
presented to teachers (1), the 
manual at 4th grade (4), more 
material appropriate to grade 
level (3). 



3 5 10 3 

3 6 0 2 1 

4,2 1 3 2 

4 5 0 1 2 

6 5 0 1 0 



18. Would you want to use this program 
again? Definitely, yes (2), Yes (4), 
Yes, if better supply of student 
material (4) , If curriculum 
improved (2) . 

19, Would you recommend expansion of 
this pregram? Absolutely, yes (2), 
Yes (2), Yes if extra time is given 
to teachers for in-service (2) , 

Yes, if supported adequately with 
student materials (5), No, unless 
4th grade curriculum is changed (1) , 
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To sunma7*ize the data, the teachers have felt in general, that 
pupil participation increased as the program progressed and children 
showed greater ability to discover and analyze relationships. Enthusiasm 
among pupils was considered to high while content was feJt appropriate 
to half and inappropriate to theoth er half. Most teachers felt pupils 
acquired meaningful map, globe and research skills appropriate at their 
grade level. 

Most teachers felt pupils were more able to.e3q>ress themselves, 
ask questions and maintain a higher level of attention. Also, teachers 
felt that: their own techniques of classroom presentation were affected 

by this program and that their personal effectiveness has been Improved 
because of their participation. 

They generally felt comfortable in working with the program and 
saw a great variety in the activities presented. 

On the question of pacing, the teachers were split. Some felt 
pacing and sequence were smooth and others felt it was poorly done. 

The majority of the teachers were in agreement that all student 
ability levels were Involved. 

In response to the open-ended questions, it seems apparent that 
the lack of classroom materials caused the greatest degree of frustra- 
tion. In regard to question #19, the pilot teachers did recommend 
expansion of the Contra Costa Program to the school board, and all 
classes of grades one through five within the district will use this 
Taba curriculum next year. 



In addition to the teacher feedback in regard to the Taba 
program, the students of the pilot teachers were asked to fill out 
a simple questionnaire in regard to their social studies classes 
this year. Table F contains the results. Social Studies is not 
usually the favorite subject for 3rd, 4th and 5th graders, yet 80Z 
enjoyed the program and under 4Z disliked Social Studies this year. 

TABLE *'F” 



Felt part of 


Don't know 


Fait left out 


230 


56 


35 


Enjoyed 


Don't know 


Didn't en1ov 


258 


46 


17 


Learned much 


Don't know 


Learned little 


245 


48 


28 


Like 


Don't know 


Disliked 


254 


55 


12 



Finally, the Outside Evaluation Team [17 has assessed Strategies 
for Social Studies and recomiended as follows: 

Assessment 



The program as a project is a carefully conceived model. 

It is based on what Is considered by many experts In the 
area of social studies education to be one of the major . 
Innovative patterns. The Coordinator has developed some 
modifications and has placed his own Individual stamp 
upon a number of the facets of the program which In the 
judgment of the evaluation Team is an Important contribu- 
tion to the second objective of the T & D, the diffusion 
and dissemination of innovative programs. The Coordinator 
appears to have done a superior job In stimulating Interest 
and obtaining the active participation of a large number 
of school districts In a very short time. It must be noted, 
however, that it is regrettable that the project did not 
get this leadeishlp two years ago as It could have easily 
been one of the larger and more energetic, as well as produc- 
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tlve, model projects at the T & D Center* The lesson that 
Is probably to be learned from observing this project is 
the focal leadership position of the MFC in the development 
of the model project as well as the promoting of activities 
which will encourage dissemination and diffusion. 

Recomnendatlons 



1 . The model project is very thorough in teaching a process 
concentrating on strategies in cognitive development. It 
does appear at this time to neglect the concerns of content 
selection. It is, therefore, recommended that attention be 
given to the use of content, particularly the structure of 
content and the internal relationships of disciplines in 
the social sciences. Further the importance of content to 
value analysis needs to be examined for inclusion in the 
model on social studies education. 

2 . Despite the late start the project seems to have generated 
a high degree of enthusiasm and the Coordinator is to be 
conmended for his effort in getting the program under way. 

It is recommended that the T & D Center and the Coordinator 
contact school districts to seek continued support and follow-* 
up in this program to ensure that it does not languish inasmuch 
as one year is a very short time to get an innovation established 
and firmly rooted. 

In concluding the data on formative evaluation, be it noted that 
the local districts have seen fit to follow the recommendation concern-* 
ing continuance of Strategies for Social Studies. Of the many model 
programs of our training and development center this program is the 
only 3ne to be continued as a locally supported cooperative venture 
thus far. Letters of commendation have further convinced Mr. Hiller 
that although the program has had to polish, and will continue to 
polish, rough spots, Taba In-Service has been well received and appreci- 
ated. 
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StmuAtlve Evaluation 



Actually » much of the data reviewed under formative evaluation 
could have as easily been Interpreted fu this section. Oplnlonnaires 
surveys do get at the question concerning the effectiveness of the 
In-service program, even If subjective. Being interested In analyzing 
more objective data, the Coordinator has reserved judgment until this 
section as to the result of the year's work. 

The basic question Is **Has the program met Its outlined objectives?” 
or "Has the In-service In fact changed teaching behavior In desirable 
directions?” 

In terms of the objectives (p. 15) , the Coordinator realized that 
these statements were written In such a way as to assure them attainable 
by all Tdio successfully completed the program. For example, the first 
objective reads, "To state the purpose and functions for each of the 
cognitive tasks used in the program”. The Intake necessary to accomplish 
this objective occurs three times in the in-service sequence: 1) after 
each awareness experience when an Introduction to theory Is presented 
with the aid of transparencies, 2) In Dr. McNaughton's theory films for 
each cognitive task, 3) In the data on the thinking retrieval chart 
(Appendix e) - The chance to express this knowledge occurs In three 
places in the sequence also: 1) at the top of each discussion possibilities 
guide the participants builds, 2) when the participant evaluates his 
classroom tryout experience In the light of criteria related to the purpose 
and function of that task, 3) when the participant generalizes, near the 
end of in-service, with the aid of the thinking retrieval chart. 

In other words, the Taba leader Is getting continuous feedback as 
to whether the activities of the participant indicate mastery of this 




objective. If not, appropriate reinforcement activities are available. 

In like manner, the accomplishment of each of the objectives is monitored 
during the normal course of training. 

An anecdotal tabulation of incidence of occurance or a content 
test at the end of each unit of in-service could well have been selected 
as the means of measuring the effectiveness of the program. The coordin- 
ator, wishing to ccutribute far more, chose instead instrumentation that 
would answer this question, "How has a teacher who has accomplished these 
nine program objectives changed?" Four instruments were chosen: 

1. The Educational Practices & Ideas; Attitude Survey 

2. The Minnesota Teacher Attitude Inventory 

3. The Children* s Thinking Test 

4. The Taba Verbal Behavior Classification Matrix 

The first two instruments were chosen with the assumption in mind 
that between teacher knowledpe and teacher behavior change, there exists 
a substantial gap. All trainees could easily understand the nature and 
function of the teaching strategies, but it was expected that all would 
not be able to perform with the same degree of skill. Perhaps the 
attitude variable might help jus Interpret differences. The Educational 
Practices & Ideas: Attitude Survey (forms A & B) were designed by 

menbers of the Center's Evaluation Team. Form A was administered as a 
pre-test; form B was used for post-training results, kihen the test 
booklets were turned in for scoring and interpretation, the Evaluation 
Team suggested that the instrument had been found to be greatly lacking 
in reliability and its validity had become equally suspect. Having 
another, more recognized, attitude instrument, the results of the locally 
prepared survey were abondoned. 
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Table "P” contains the results of the Minnesota Teacher Attlturfp 
I nventory . Nine scores went up (116 points) , three went down (38 points) 
for a total raw score gain of 78 points. This would average 6.5 points 
per participant representing a percentile gain of 5 for the median. 

TABLE F 

MINNESOTA TEACHER ATTITUDE INVENTORY* 



Code No. 


Raw Score 

Pre-Test Post-Test 


Percentile 
Pre-Test Post-Toof- 


255 


87 


91 


80 


90 


193 


68 


41 


60 


30 


879 


52 


50 


40 


40 


681 


43 


34 


30 


25 


795 


32 


48 


25 


40 


lOR 


30 


43 


25 


30 


AA 


31 


48 


25 


30 


389 


27 


52 


20 


40 


1-22 


18 


28 


10 


20 


083 


13 


28 


10 


20 


RE 


4 


18 


10 


20 


S 


4 


6 


10 


10 


Median 


34.08 


41.00 


25 


30 



* Districts of 21 persons or more x»lth four years of elementary 
school teacher training. 
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Prior to the onset of the training program, Fred Miller hypothe- 
sized the direction of teacher change due to in-service as follows: 

1) More student talk; less teacher talk 

2) More behavior acceptance by teacher; less rejection by teacher 

3) More productive and critical thinking; less recognition memory 

4) More teacher seeking; less teacher giving information 

These hypothesis were made while examining the CERLI Behavior 

Classification Matrix- (see Appendix C) . It seemed as though the above 
four changes were desirable, obtainable after Taba training, and measur- 
able by the CERLI Matrix. The Coordinator sent three persons to the 
Cooperative Educational Research Laboratory, Inc. (CERLI) for training 
in the use of the Matrix system. 

This Matrix system was designed to serve as a mirror to the teacher 
and students describing who is speaking, to whom the speaker responded, 
the kind of comment to which the speaker responded, and the subsequent 
response by the speaker. This instrument was said to be a compilation 
of the best of Taba, Guilford, Bloom and Flanders and has had increasj.iig 
use throughout our local areal 

In order to test these four hypothesis, the Coordinator chose 
to sample the total population of those trained and deal only with the 
twelve teachers from School District #23. Being Interested in the 
substance and process of the verbal exchange for teacher self-assessment, 
as well as for summative evaluation, Mr. Miller chose to record the 
classroom discussions. Audio rather than video recording was done, so 
as to eliminate the non-verbal data which was not needed and might 
further threaten the teacher. 

Teacher classroom discussions were taped four times during the year. 
The first should have been prior to training, but circumstances made this 
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impossible. The first taping was actually done after 7 hours of 
in-service given over a two-month period. The tape was to be an example 
of Taba*s Task I - Concept Formation. Seeing that we didn’t actually 
have a true pre-training tape anyway, we used the data as feedback to 
teacher for self-assessment and decided to call the next classroom 
tryout the "pre-tape'’. This was done because the next three tapings 
were to be on Task II - Interpretation of Data, and comparing them, 
.although far from a real pre-post, would provide a cross section 
of training during the same unit of in-service. 

Although the next three taping experiences shared cognitive task 
in common, with each, another variable was added in order to increase, 
in steps, the complexity of the task. The second taping (our "pre-tape") 
was done in early February. Teachers were given the purpose and content 
of the task before building their discussion possibilities guides and 
then checked their guides with a leader-built "model". The third tape 
(data not reported in this paper) was done in mid-March. For this 
experience, participants chose their own subject for the discussion 
possibilities guides and then discussed their completed guides with the 
leader before trying out the plan in class.' The fourth taping (our "post- 
test) was made in early .May, In addition to choosing one’s own content, 
the teacher was to also select the appropriate time for taping within the 
regular sequence of classroom activities. In addition, the leader provided 
no feedback on the plan, but only after the taping was complete. 

Prior to the second taping therefore, there were 16 hours of group 
in-service; between the second and fourth, there were 7—1/2 hours of train- 
ing; and about 2-1/2 hours spent after the fourth taping. 

While training continued, there were many changes in the Matrix used 



for data gathering. The CERLI Matrix was temporarily abandoned for 
the Taba Coding System. Finding this three dimensional system costly 
in observer time, effort was made to develop a Matrix that would gather 
the data necessary for summative reporting and be more Taba-orientated 
for use in providing feedback to trainees. Fred Miller derived the 
first Taba Verbal Behavioral Classification Matrix (Appendix C) . This 
is actually a combination of Taba Coding scheme with a CERLI Matrix. 

In re-training the observors, the Coordinator found some obstacles to 
the continued use of this Instrument. There was no means to differenti- 
ate between divergent factual and convergent factual, and there was no 
place to tabulate classroom management or emotion. Yet this instrument 
did provide some good feedback to trainees in that teacher- seeking 
behavior was divided as to pedagogic function and student-lnforming 
behavior was divided as to whether it was above, at, or below the thought 
level of the question asked by the teacher or other student. 

The next instrument tried dropped pedagogic function as too difficult 
a dimension to pick up simultaneous to other observation chores and added 
a column to include management, emotion and convergent facttial (all tallied 
together as this data was not needed separately but only for percentage of 
teacher or pupil talk) . Another modification occurred that was primarily 
additional rules of thumb to observors. The main change lii this new Matrix 
was a try at dividing thought levels into seven categories rather than the 
four as done previously. The final Matrix (Appendix C) returned to four 
levels at the substance dimension, and although retaining three levels for 
student- informing, in practice all responses were tallied ”at” thought 
level unless the teacher specifically requested otherwise. 

When time dictated a need to finalize the data gathering method, 
the Coordinator still had doubts as to instrument. Also, rather than 



three observers, only two were trained. Reliability studies ranging 



Contingency Coefficient and high instrument reliability (two measures 
by same observor) satisfied Mr. Miller that it was safe to proceed. 

While analyzing the taped classroom discussions, the Coordinator 
became aware of the potential difficulty in comparing data from tapes 
that varied so greatly in length. Therefore the observers began again, 
this time recording data from only the first, middle, and last five 
minutes of each tape. As the average discussion length was slightly 
under 45 minutes, we therefore captured about one-third of the total 
discussion. The decision to sample at three places in the tape rather 
than one increased the validity of the procedure as the Interpretation 
of Data Task begins at the factual level and proceeds to Inferencing 
and generalizing.. A sample at the beginning, for example, would make' 
measurement of the fourth hypothesis impossible. 

When the 48 matrixes were completed, the data was organized so as 
to lend itself to interpretation in relation to the four hypothesis. 
The eight evaluative criteria are as follows: 

ST (student talk) - a total of all 24 cells below the triple 

line on the final Matrix 

TT (teacher talk) - a total of all 16 cells above the triple 

line 

TS (teacher seeks) - a total of all 4 cells of first row 

TI (teacher informs) - a total of all 4 cells of second row 

TA (teacher accepts) - all 4 cells of third row 

TR (teacher rejects) - all cells of fourth row 

1 -f 2 (factual level) - a total of all 20 cells of first two 

columns 

3+4 (inference + generalization level) - 20 cells of last 

two columns. 




observor) using Rh5 to .82 using the 
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Therefore, hash marks from the Matrix appear in more than one 
criterion, e.g., teacher asks, "Who discovered America?" This would 
be tallied in the cell at the upper left of the Matrix. But it would 
be a component of the TS, TT, and 1+2 scores. 

Once the data was organized as mentioned above, Mr. Miller used 
a crude percentage technique to summarize the data (Table G, p. 62) 

The percentages of Table G were arrived at as follows: using the 

first criterion on Teacher //I as an example, ST was tallied at 27 
instances whereby TT occurred 48 times. Therefore total talk was 75. 

The 36% is the relationship of ST (the variable hypothesized to Increase) 
to total ta7,k. Following across, the post tape shows 40% of total talk 
coming from students. M (movement) Indicates 4% increase of the desired 
variable. The major difficulty in continuing with the system begun 
above is that each variable is analyzed in relation to another of a pair, 
whereas the hypothesis was that one of the pair would increase and the 
other decrease. Simple totals would also be needed, especially if both 
variables of the pair would increase or decrease. 

At this time, the data was turned over to the Evaluation Team. 

Mr. Lowell Simmer and Mr. Paul Schroeder returned to the Coordinator 
Table H, They measured reliability in five ways: (Table H, p. 63) 

1. Observor to observor on the pre-tape 

2. Observor to observor on the post-tape 

3. Observor 1 pre-tape to his post-tape 

4. Observor 2 pre-tape to his post-tape 

5. Composite of both- observers pre-tape to post-tape composite 
Measuring consistency from all directions. Table H shows Rho (Spearman 
Rank Order Correlation) from .81 to .98. Chi square was used to illus- 
trate the significance of the change (at the .01 level). Not only did 
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both observers apply the same criterion of judgement, vigorous 
statistical procedure indicated that there was definitely a change 
in teacher classroom Verbal behavior. 

In discussing this change in relation to the four hypothesis, let 
us refer to Table I. This table shows the totals of each of the eight 
variables for both observers on all twelve teachers. (Table I, p, 64) 
Hypothesis : More ST; less TT 

Result ; Hypothesis confirmed in both cases (using percentages from 
Table G, the average percent increase - after subtracting 
decreases - in the positive variable was 3.50%) 

Hypothesis ; More TS; less TT 

Result : There was in fact more TS but also more TI (using the percentages 

in Table there was an average loss of 2.25% on the positive 
variable ) when compared with TS + TI) 

Hypothesis : More TA; less TR 

Result : Hypothesis rejected using Table I but a compilation from 

Table G shows an average increase of 4.58% [18] 

Hypothesis : More 3 +4; less 1+2 

Result : Hypothesis accepted in both cases with Table G showing an 

overwhelming average change of 14.33% of the positive variable 

In commenting on the results, the Coordinator rues the day he let 
circumstances prevent an "actual" pre-test. He believes that all four 
hypothesis would be overwhelming accepted had this in fact been the case. 
Also due to the fact that the time sample was so small, the acceptance 
of 2-1/2 hypothesis is not at all upsetting. Also, had he this to do 
over again; while the four hypothesis suited a true pre and post Taba 
in-service evaluation design, different and perhaps more suitable criteria 
would be used for such a limited time-sample. In rejecting the acceptance- 
rejection hypothesis, it might well be a factor of when the time-sample 



was made. It could well be further hypothesized that the greatest 
positive change occurrs for these variables early in the program, 
followed by a plateau and then a drop as the teacher becomes more 
concerned with the intracacies of questioning strategy. The fact 
that the last hypothesis showed a large rise in critical and productive 
thinking is appreciated, for that^s the name of the game — "Teaching 
Strategies for Developing Children's Thinking". 

Does this method of teaching develop children ’s thinking? A 
thinking test, developed by the Taba Curriculum Development Project 
(Appendix C) was administered to the twelve classes of children. A 
sample of one class at each grade level was made to analyze the results. 
Charts A through D relate the results for this sample; Charts E through 
L are results from the Taba Project. In all cases, pre to post changes 
seem insignificant, with local graphs resembling Project graphs. Much 
work is necessary in developing the instrumentation before conclusive 



statements can be made. 
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CHART ”A” - Flexibility (Mochudi Story) ^ 

Local Saaple Pre-Test H"56 




CHART ”B” - Flexibility (Mochudi Story) 

Local Sample Post-Teat N*56 X«13.11 
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CHART "E" - Flexibility (Mochudi Story) ' 

Taba Project Experimental Group 



Pre-Test N*144 
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CHART ”F" - Flexibility (African Story) 

Taba Project Experimental Group Post-Test N-144 
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CHART ”G'* “ Flexibility (Mochudl Story) 

Taba Project Control Group— -Pre-Test N-155 




CHART "H" - Flexibility (African Story) 

Taba Project Control Group Post-Test N*155 
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CHART **K” - Generalizing (Tolox Story) 
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CHART "L" ~ Generalizing (Pedro Story) 

Taba Project Control Group Post-Test N*155 
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TABLE G 



Bval. Obaervor FM Obacrvor CPA Obeervor EM Obvcrior CPA 



Grit. 


Pre 


Post 


M 


Pre 


Post 


M 


Pre 


Post 


M 


Pre , 


Post 


M 


ST/TT 


Teacher 1 
36Z 402 


+4% 


29% 


33% 


+4% 


Teacher 2 
36% 33% 


-3% 


42% 


36% 


-6% 


TS/TI 


59Z 


77% 


+18% 


56% 


59% 


+3% 

j 


85% 


93% 


+8% 


100% 


90% 


-10% 


TA/TR 


86% 


83% 


-3% 


67% 


93% 


+26% 


100% 


100% 


0% 


100% 85% 


-15% 


3+4/1+2 


36% 


67% 


+31% 


49% 


84% 


+35% 


42% 


45% 


+3% 


58% 


50% 


-8% 


ST/TT 


Teacher 3 
37% 37% 


0% 


:27% 


34% 


+7% 


Teacher 4 
33% 41% 


+8% 


36% 


30% 


-6% 


TS/Tl 


422 


55% 


+13% 


;302 


52% 


+22% 


64% 


86% 


+22% 


60% 


75% 


+15% 


TA/TR 


89% 


100% 


+11% 


88% 


90% 


+2% 


100% 


73% 


-27% 


100% 88% 


-12% 


3+4/1+2 


32% 


43% 


11% 


43% 


38% 


-5% 


19% 


51% 


+32% 


26% 


77% 


+51% 


ST/TT 


Teacher 5 ' 
522 442 


-8% 


51% 


56% 


+5% 


Teacher 6 
50% 42% 


-8% 


: 

43% 


42% 


-1% 


TS/tl 


87% 


69% 


-18% 


87% 


70i 


-17% 


83% 


81% 


-2% 


86% 


69% 


-17% 


TA/IR 


862 


100% 


+14% 


20% 


100% 


+80% 


100% 


100% 


0% 


100%' 


100% 


0% 

+40% 


JH/1+2 


292 


31% 


+2% 


42% 


19% 


-f 


60% 


63% 


+3% 


51% 


91% 


ST/TT 


Teacher 7 
68% 47% 


-21% 


57% 


45% 


>— 

-12% 


Teacher 8 
62% 51% 


-11% 


59% 


5U 


-8% 


TS/TI 


60% 


89% 


+29% 


86% 


79% 


-7% 


100% 


83% 


-17% 


100% 91% 


-9% 


TA/TR 


100% 


100% 

> 


0% 


100% 


100% 


0% 


O 

o 


100% 


0% 


100% 67% 


-33% 


>f4/l+2 


32% 


29% ( 


-3% 


39% 


28% 


-11% 


52% 


34% 


-18% 


59% 


402 


-19% 


ST/TT 


Teacher 9 
39% 44% 


+5% 


42% 


39% 


-3% 


Teacher 10 
42% 46% 


+4% 


37% 


42% 


+5% 


TS/TI 


73% 


73% 


0% 


87% 


75% 


-12% 


43% 


76% 


+33% 


47% 


56% 


+9% 


TA/TR 


100% 


90% 


-10% 


95% 


89% 


-6% 


92% 


100% 


+8% 


90% 


100% 


+10% 


3+4/1+2 


41% 


80% 


+39% 


50% 


93% 


+42% 


46% 


3% 


-43% 


59% 


2% 


-57% 


ST/TT 


Teacher 13 
57% 65% 


+8% 


46% 


60% 


+14% 


Teacher 12 
682 472 


-1% 


47% 


42% 


-4% 


TS/TI 


85% 


82% 


-3% 


100% 


91% 


-9% 


80% 


55% 


-25% 


74% 


21% 


-53% 


TA/TR 


100% 


100% , 


0% 


100% 


100% 


0% 


100% 100% 


0% 


90% 


100% 


+10% 


3H/1+2 


50% 


39% 

\ 


-11% 


50% 


63% 


13% 


25% 


53% 


+28% 


32% 


71% 


+39% 
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TABLE H 











STATISTICAL ANALYSIS OF 
TABA VERBAL BEHAVIOR MATRIX * 



Fred Miller [pre-to-post] 
Carmen DeAngells [pre-to-post] 
Total [pre-to-post] 

Pre [Fred to Carmen] 

Post [Fred to Carmen] 



Chi^ 


Sig^ . 


1 F (Rhci) 


19.038 


■ 

.01 


.953 


23.805 


.01 


.905 


21.316 


.10 


.810 


21.92 


.01 


.953 


25.67 


.001 


.976 



* 16 qualities 

12 teachers 
2 observers 

f 

pre-to-postj 



i 




- 
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TABLE 1 







RAW SCORE TOTALS FROM TABA MATRIX* 



Pre 



Post 



+ST 


!>24 


555 


1079 


+TS 


263 


288 


551 


-TA 


296 


213 


509 


+Sub 3&4 


490 


508 


998 


+TT 


688 


652 


1340 


-TI 


128 


151 


279 


-TR 


20 


26 


46 


+Sub 1&2 


703 


637 


1340 


Margin 


3112 


3030 


6142 



* Each score represents both observors -yr* all twelve teachers. 
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Recommendat Ions 

Many recommendations have already been made in the text of this 
report. In addition, other recommendations have been forwarded to 
appropriate sources. They are: 

1. The in-service materials need revision, especially the 
demonstration films and the format of both the discussion 

V 

possibilities guides and the teacher self-evaluation forms. 
These suggestions have been sent to the Institute for 
Staff Development, where the Coordinator was invited to 

i 

I 

spend some time with the Institute staff and three other j 
Taba leaders in making the needed changes. 

2. The in-service sequence of activities needs improvement, 
e.g. , the manner of providing reinforcement after tryout 
experiences. ISD has received this recommendation and 

has chosen Mr. Miller as one of its trainers of Taba Trainers. 

3. In addition to group "formal" in-service, much more time 
needs to be spent with individuals and small groups in their 
own teaching environment. This suggestion was incorporated 
in the proposal for local funding of "Strategies for Social 
Studies" and has been accepted. 

4. In terms of evaluation, the sum total of the remarks from 
that section indicate to this Coordinator the extreme import- 
ance of well-conceived evaluation design prior to the onset 
of any in-service program. 

5. The U.S.O.E. must continue to support Innovative programs and 
place great stress upon quality in-service education. It is 
sad that local districts in most areas still place in-service 
so low in the order of priority when constructing local budgets 
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Strategies for Social Studies has been primarily training teachers 
in Hilda Taba*s teaching strategies for developing children’s thinking. 
There is much documentation %p recommend an emphasis upon thinking as a 
curricular objective and Taba strategies as the means to that end. 

The Coordinator of this program wanted to see, as an end product, 
teachers who could plan, implement, and evaluate teaching activities for 
each of Taba’s cognitive tasks. He also wanted these teachers to utilize 
these methods in appropriate places in the on-going sequence of learning 
escperlences. 

In order to. accomplish this objective, the Coordinator utilized an 
inductive in-service program that balanced theory and practice and was 
designed to approximate the kind of learning sequences and approach that 

teachers were to use in their classrooms. 

The feedback received during the course of the year stimulated 
modifications and also convinced Mr. Miller that his in-service efforts 
were being well received. Summative evaluation led to acceptance of new 
hypothesis in regard to Taba in-service and pointed the way toward studies 
yet needed. The program was effective in changing teacher classroom 
verbal behavior. 

There is much to recommend this in-service program both in regard to 
its own objectives and as a generic model. The Coordinator is pleased 
that an increasing number of school districts are becoming involved in 
the Taba In-Service Education Program. 
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■ Agendum for workshop — Teacher Group 
Agendum f c^r workshop - Leadership Group 
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APPENDIX A - WORKSHOP SYLLABI 


IN-SERVICE CALENDAR - SCHOOL bi STRICT #23 




Aug. 29, 1968 


- Group Planning (1/2 day) 




Sept. 9* 


- Awareness Experience - Concept Formation 




30 


- Discussion Possibilities Guides In Teams 




Oct. 14 


- Plan First Classroom Tryout > Concept Formation 




28 


- Primary & Intermediate Demonstration Film 
Film on Theory of Concept Formation 




Nov. 1-A.M. 


- Sensitizing Experience (Interpretation of Data) 
Pairs: Fill in Discussion Guide 

Teams: Compare Resu^s 




f.M. 


- Formal Introduction to Task II 
Group Builds Discussion Guide 




13 

A 

# 


- Pairs: Build Grade Level Discussion Guides 

Teams: Compare & Discuss Results 




1 25 


<- Self-assessment A Student Assessment 
Group Examines Discussion Guide 
Group Views Demonstration Film & Analyzes 




Dec. 23 


- Discuss First Taping 

Analyze Tapescripts ' ' 




Jen. 27, 1969 


- Group Analyzes Tapescript on Thought Levels - 

Group Analyzes Teacher Roles in Classroom Discussion 
Pairs Begin Building Second Grade Level Discussion 
Possibilities Guide 




Feb. 24 


- Group Discusses Second Classroom Tryout 
Group Discusses Article on Use of Retrieval Charts 
& Views Demonstration Film on Planning 
& Building a Retrieval Chart 




Her. 13 


- Complete Work of February 24 


i 

§ 


24 


- Group Discusses Readings F-5 and F-6 
. Group Reads Tolox Story & Each Individual Develops 
a Sentence Summary of the Story 
Pairs Rate a List of Children's Generalizations 
Developed Concerning the Story 
Group Views and Discusses Film on Generalizations 
& the Generalizing Process 


• 1 


* Unless otherwise indicated, sessions were held after school, 90 fiiin. 
^ maximum. 

f 
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lft-8«rrie« Cal«nd«r» ContM 



26 - Group Revleirs Functlcmi of Iiiterpret«tl#» of 

Data Task 

leader Suasaarlxee Cognitive Taek IX. 

Individuals Begin Developing Applieetion to ptoor 
Subjects Areas 

Hny 26 - Discussion of Final Tryout 

Sensitising Experience 6 Dcasoostration Tilao 

for Task III 

Application of Principles 



PILOT PERSOIIHEL 



f«rtlelpar(t« Gr^ 

teU Kapp 3 

* Selen Amstrong 5 

Until Brlanger ^ 

Elsie Griesch 3 

* Kery Hyrcryk ^ 

Barbara Howe 5 

Kay Iverson 3 

0 Joanne Kaoen 3 ^ 

Kona Harxen 3 

Violet Eooney 5 



Bernice Spleker 5 

Virginia Wiener ^ ^ 

* Carmen DeAngelis-Dist.123 Coordinator 

* Fred Miller- Consultant 



School - 

John Mnir 
John Muir 
John Mttir 
Bolllvan 
Sullivan 
Bullivan 
Sullivan 
John Muir 
Sullivan 
Sullivan 
John Muir 
John Muir 
John Muir 
T & D Center 



Ko, of Fueile 

33 

32 

32 
27 

33 

34 
27 
36 
13 
33 
33 
30 

W 






* PlttinliW CMffllttee - In addition to W In-..^ 

planning aoaalona, thca. teachw. attaodod 13 full day mmIoh 
for grade group leaders within the consortluo. 



WORKSHOP AGENDUM 



TABA LEADERSHIP WORKSHOP 
October 10. 1968 

9:00 - Introductions 
Introduce Tabs 
Multiplier effect explained 
Workshop objectives ^ 

Training sequence described 

9:40 - T & D attitude survey 

10:00 - Overview of today’s program 
Pairs & teams established 

10:15 - Coffee break (buy manuals) 

10:35 - Sensitising Experience (Concept formation) 

11:05 - Analysis of sensitizing experience by pairs 

11:25 - Group discussion of sensitizing experience 

11:45 - Lunch. 

1:00 - Introduction to the basic elements of concept fomuitlon 
1:30 *- Teams build discussion possibilities guide 
2:30 * Teams analyze their results against model 
3:00 “ Group discussion of this experience 

October 24, 1968 

9:00 - 9:45 Pairs build grade- level possibilities 
Guide and check against a model 

9:45 - 10:00 Group discussion 

10:00 - 10:45 Primary and intermediate level teams view films 
and analyze tapescrlpts 

10:45 - 11:00 Coffee Break 

11:00 - 12:00 Volunteer pairs tryout of discussion possibilities 
on group 

Process observers use evaluation form 




Oct* 24, 1968 Cont*d 



12:00 - 1:00 
1:00 - 1:15 

1:15 - 1:45 
1:45 - 2:30 

2:30 - 2:45 
2:45 - 3:45 
3:45 - 4:00 



9:00 - 9:30 
9:30 - 10:00 
10:00 - 10:45 

10:45 - 11:00 
11:00 - 11:45 
11:45 - 12:00 
12:00 - 1:00 
1:00 - 1:15 

1:15 - 2:00 

2:00 - 3:10 

3:10 - 3:45 
3:45 - 4:00 



Lunch 

Discuss classroom tryouts, taping, and use of 
evaluation forms 

Problem clinic on concept formation 

Pairs build grade level discussion possibilities 
guide for tryout and check against model 

Coffee Break 

Group develops criteria for evaluating concepts 

Feedback sheet — individual problems — applications 
completed, etc. 



November 14. 1968 



Discuss plans for future sessions 
Discuss first taping 

Film: Theory on Concept Information and analysis 
worksheet 

Coffee Break 

Group participates in sensitizing experience 
Pairs analyze sensitizing experience 
Lunch 

Group discusses sensitizing experience and leader 
Introduces the basic elements in interpretation of 
data task 

Group reads Intake for grouj/s practice and leader 
begins to develop discussion possibilities guide 
with entire group 

Teams complete the development of the discussion 
possibilities gu:ide 

Pairs begin discussion possibilities guides and 
homework assigned 

Individual problems 




December 19 t 1968 



9:00 


- 9:15 


Revfeir transparencies on Interpretation 
of data task and attendance 


»:I5 


- 9:05 


Pairs build grade level discussion possibtittlas guides 


9:M 


- 10:15 


Leader analytes tapescripts of elassrooai discussion 
problaus 


10:15 


- 10:30 


Coffee 


10:30 


• 11:00 


Prluary and Intemadlate groups listen to analysla of 
tapescripts of Interpretation of data discussion 


11:00 


• 11:05 


File tapescripts^ deeonstratlon. flJes a^ dtscuzafon 


11:^ 


- 12:30 


Lunch 


12:30 


- 1:30 


Oroup analytes tapescript on thought levels 


1:30 


- 1:50 


Croup analyzes teacher roles In classroen discussion 
after reading F-h 


1:50 


- 2:05 


Croup participates In sensitizing axpar lance on uae’ 
of retrieval chart 


2:05 


- 3:00 


Pairs analyze sensitizing experience on retrlevil diert 


3:00 


- 9:30 


Honaworh and local tn**servlce discussion and fe^back 
sheets* 

blseusalbn of agenda for ranolnlng maatlngs* 


HOMEHORK 


- 


1. 


Top# elotsrpqiii tryout and fill out B-4*5 



2. RMd F-J wnd *F-6 and 

fill In norkiliMts and B-8*5 

f #* 

January 16, 1969 



9:00 - '9:15 Attendance and Instructions to group obaeicver 

9:15 - 10:45 Sensitizing experience using three cognitive tasks 

with sane content - : 



10:45 - 11:00 Coffee Break 

11:00 - 17:00 Interpretation of data gleaned fron sensltlilng 

experience (continued on 1/23 » If necessary/ 



12:00 



1:00 Lunch 



Jan. 16, 1969 Cont’d 



9: 00 

9;«5 

10:)45 

11:00 

11:20 

12:00 

1:00 

1:30 

2:00 

2:30 

2:40 

3:00 

3:30 



1:00 - 1:45 
1:45 - 2:15 
2:15 - 2:45 
2:45 - 3:00 
3:00 - 3:30 



Problem clinic on interpretation of data tryout 

Discussion of readings 

Interpreting feedback from observers 

Pairs analyze sensitizing experience on retrieval chart 

Discussion of work for next session and guide for 
Task II discussion guides 



January 23. 1969 

- 9:45 Completion of Interpretation of data gleaned from 

sensitizing experience 

- 10:45 Group analyzes tapescript on thought levels 
--llilOO* Coffee break 

- 11:20 Group analyzes teacher roles in classroom discussion 

- 12:00 Pairs build second grade level discussion possibilities 

guides 

- 1:00 Lunch 

1:30 Group discusses first Task II classroom tryout 

2:00 Group reads and discusses article on use of retrieval 

charts and views demonstration film on planning and building 
a retrieval chart 

• 2:30 Discussion of readings F-5 & F-6 

■ 2:40 Group reads Tolox story (B-12-1) and each individual 

develops a sentence summary of the story 

3:00 Pairs rate a list of children's generalizations developed 
concerning the story 

3:30 Group develops criteria for evaluating generalizations 
4:00 Optional: Special concerns 



HOMEWORK - 



Tape classroom tryout and evaluate using B-4-5 



January 30 » 1969 



9:00 - 9:45 Discussion of c.lassroom tryouts 

9:45 - 10:00 Coffee 

10:00 - 11:15 Film: Generalizing and the Generalizing Process and 

worksheet 

11:00 " 12:00 Group reviews functions of interpretation of data task 

and develops G applies criteria for selection of materi 

12:00 - 1:00 Lunch 

1:00 - 2:30 Teams develop applications of this cognitive task to a 

variety of subject matter areas 

2:30 “ 4:00 Director of the Institute for Staff Development speaks 

with group on problems and models for disseminating 
curricular innovations 

February 6, 1969 

9:00 - 9:30 ISO Feedback sheet 

9:30 - 10:30 Building team discussion possibilities guides 
10:30 - 10:45 Coffee 

10:45 - 11:30 Introduction of Taba Matrix 

11:30 - 12:00 Team tryouts of Interpretation of Data 
12:00 - 1:00 Lunch 

1:00 - 2:30 Complete tryouts 

2:30 - 3:00 Evaluation of tryout 

3:00 - 3:30 Work on chart of Task II - Feedback sheet 

February 13i 1969 

9:00 - 9:45 Build team cause G effect discussion possibilities gul< 

9:45 “ 10:15 Introduce new Taba Matrix 
10:15 - 10:30 Coffee 
10:30 - 12:00 Team Tryout 






j ^ 







Feb. 13, 1969 Cont'd 



) 





! 




12:00 

1:00 

1:30 

2:00 

2:30 



A.M. 



P.M. 



9:00 

9:10 

9:50 

10:00 

10:15 

10:40 

11:00 

11:15 

12:00 

1:00 

1:15 

1:50 



1:00 Lunch 

1:30 Evaluation of Tryouts 

2:00 Complete chart on interpretation of data 

2:30 Summary of interpretation of data 

4:00 Demonstration films - Intermediate & Primary levels 
Feedback sheets 

February 20, 1969 
Dr. Merrill Harmin 

Building Leadership Skills 

Value Clarification Teaching Strategies 

February 27, 1969 

9:10 Group rearranges scrambled question sequence 

9:50 Group participates In awareness experience for Interpretatloq 
of attitudes and feelings 

10:00 Group recalls questioning strategy of sensitizing experience 
10:15 Coffee Break 

I0:40 Pairs make Inferences about questioning strategy of 
awareness experience 

11:00 Introduction of basic elements of this task 
11:15 Group reads Intake for team practice. 

12:00 Teams develop discussion poesibllltles guides 
1:00 Lunch (and complete abora) 

1:15 Group discusses guides built by teams 

1:50 Pairs build grade level discussion possibilities guides 

2:00 Break 



o 
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Feb. ?7»1969 Cont'd 



2:00 - 2:30 Tmo groups listen to analysis of two tapescripts 
2:30 - 3:00 Group views and discusses demonstration films 
3:00 “ 3:30 Role-playing for social values 

March 13. 1969 

9:00 - 9:30 Group participates In sensitizing experience for Task. Ill - 
Application of Generalizations 

9:30 - BikS Pairs analyze experience 

9:4s - 10:00 Group discusses experience and leader Introduces basic 
theory of Task Ml 

10:00 - 10:15 Coffee ^ 

I0:>15 - 11:00 Teams build discussion possibilities guides and check 

against model 

11:00 - II: 10 Group discusses teams' guides 

II: 10 - 11:40 Leader introduces the similar situation » the changed 

variable, and teaching types of Task III 

11:40 - 12:45 Lunch 

12:45 - 1:15 Primary 6 Intermediate groups analyze tapescripts 

1:15 - 1:45 Primary S Intermediate groups view demonstration films 

1:45 * 2:30 Leader summarizes Task III 

2:30 - 3:30 Group analyzes the three thinking tasks from combined charts 

OPTIONS AVAIUBLE FOR 
April 17 Meeting at 3canda House 

1. Dr. Raphael Lewy, head of the T 6 D Evaluation Team, will share some 
notions and discuss individual problems related to program evaluation. 

2. Ron Hager will work with a small group on leadership skills. 

3. Don Heitzman will present "trends in the social studies" and share 
some of his notions through discussion. 

4. Fred Miller will share and discuss ideas on "further Taba training 
for the consort iumf'. 



AprM 17, 1969 Cont'd 



$• Fred Hiller will present some notions on "adapting the Taba 
strategies for various purposes". 

6. Fred Miller will work with a small group on Integrating the 
teaching strategies Into units of Instruction. 

7* We Just received an un^^edited, one-of-a-kind » 60 minute film 
made by Dr. Taba. 

Also, all of the participants will be asked to complete assessment 

forms on Strategies for Social Studies' effectiveness. 



April 2h, 1969 



Visit Park Forest, Ml. Contra Costa Demonstration Center and discuss 
Taba curriculum with their staff. 
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Sample Awareness Conferences 



APPENDIX B 



Sample of Awareness Conferences 




I • When soliciting participants for training 



Time (In minutes) 



Topi c 



10 



What research tells about thinking and teaching 



5 

ko 



20 

15 



20 



Purposes for today's conference and Identifica- 
tion of the cognitive tasks. 

Concept formation task using participants as 
students (If time, another cognitive task would 
be demonstrated, using children) 

Process observers report out and group analyzes 
the preceeding experience 

Introduction to rationale and theory for the 
three cognitive tasks and Interpretation of 
attitudes and feelings 

Group Interprets retrieval chart of three tasks 
(leader is actually using task two for the 
discussion) 



20 Introduce training sequence of the Taba In 

service education program - activities and 
rationale 

30 Questions 

1 1 . When Introducing the Taba Curriculum Criteria 



Time 

20 

15 

15 

20 

15 

30 



Topic 

Multiple objectives (emphasizing thinking) 

Selection and organization of consent 

Selection and organization of learning experiences 

Systematizing of teaching strategies 

Evaluation of program 

Questions 



6 







Appendix 6 
Cont ' d 



I. When Introducing Taba Teaching Strategies (conducting 3 tasks 

using teachers as students) 

Time Topic 

25 Concept Formation (First focusing question "What 

are some of the Inventions that have been made 
since the founding of our nation?) 

ho interpretation of Data (Question sequence aimed 

at generalizing the following from the comfnittee** 
constructed retrieval chart "Many facets of 
American life have been changed by Invention." 

25 Application of generalizing (Applying the above 

generalization by asking first "Suppose a machine 
was developed that would reitK>ve dirt and dust 
from people and things by means of high frequency 
waves. What would happen?") 

- 20 Using retrieval chart of three cognitive tasks, 

the leader using a. question sequence to encourage 
the group to generalize on the purposes of these 
strategies. 

15 Introduction to theory. 

30 Questions. 



APPENDIX C 



Evaluation 

* 

Contents 

"Strategies for Social Studies” Feedback Inventory 

Sunmary form for Feedback Inventory 

Contra Costa Oplnlonnalre 

Two Observational Instruments tried 

Tabs Verbal Behavior Classification Matrix 

Sample Page from student "Thinking Test" 
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11. WHAT SUGGESTIONS could you make to improve the training program or its presentation? 




aK GROVE TRAINING ( 

OEVELOPNENT CENTER 

"STRATEGIES FOR SOCIAL STUDIES" 

FEEDBACK INVENTORY SUHHARIES 

N- _! 

Workshop Group 

I nnu t ’ 

Special Clreumstance e 

A a X b B Modifications as a result »f this feedback j 
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10) BOUQUETS! 
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Pupils have acquired map. Pupils have not acquired map, globe 

globe and research skills and research skills appropriate at 

appropriate at this level this level. 
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16. What things did you especially like about this program? 



17. What would you change in the Contra Costa program? 



18. Would you waac to use this- program again? 



19. Would you recommend expansion of this program in our district? 
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TEACHER - STUDENT 
CLASSROOM (SELF-ASSESSMENT) 
BEHAVIOR CLASSIFICATION MATRIX 



recognition 

m 

memory 



productive 
S criticel 
thinking 



effect 



cl Its 



Gives 

Tnformation 


GR 


SL 




GM 




SR 


ST 


■ 'si' 




Seeks 




* 






7esponse 
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AR 




i ,,l, II ^ 




Accepts 
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■*. 


behavior 




‘ ■ ^ 




V’’ .* /. 
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81 


■.vSi’ 
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Rejects 








■ • _ ■ • 


behavior 
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^ _ .f ' * , * 










Judge 




TABA VERBAL BEHAVIORAL CLASS! FtCATtON MATRIX 



Teacher 



TEACHER SEEKS: 



Cognitive 

Task 1 2 3 

THOUGHT LEVELS 

I . 2 ■ 



Taping. Date 



3 



Focus or 
Lift 



Clarifi 

cation 



Extend or 
Broaden 



INFORMS 

:0 

ACCEPTS OR 
SUPPORTS 



REJECTS 



STUDENTS 



SEEK 



INFORMS: 



Above 
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Words and Phrases to be Grouped 



1 . 

2 . 

3. 

4. 

5. 

6 . 

7. 

8 . 
9. 

10 . 

11 . 

12 . 

13. 

14. 

15. 

16. 

17. 

18. 

19. 

20 . 
21 . 
22 . 

23. 

24. 

25. 

26. 

27. 

28. 



a big family 
children 

two lots of cousins 
helpings of porridge 
meat 

all helped 

work 

school 

their family was proud 
schooling cost money 
fees 
books 

school clothes 
Molemnl 

Tsholo '(the wife) 
the money in the tin 
Tsholo made up her mind 
Ketse (the daughter) 
useful in the house 
whisking dust 
pound the corn 
wooden mortars 
Molemni shouted in anger 
the money for my seed corn 
the money to mend my plough 
Tsholo said sell a cow 
her only good dress 
collar 




AFTER YOU HAVE FINISHED THE WORK ON THIS PAGE, CLOSE YOUR TEST 
BOOKLET AND SIT QUIETLY UNTIL YOU RECEIVE FURTHER INSTRUCTIONS. 
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Directory of Consultants Utilized 










APPENDIX D 



Consultants Utilized 



Mr. Lyle Ehrenberg , Director of the Institute for Staff Develop- 
ment, Menlo Park, California, spoke to Taba Workshop on January 30, 

1969. His topic was I^Problems and models for disseminating curriculum 
objectives’*. 

Mr. Ron Hager , Training Consultant with the Elk Grove Training 
and Development Center. He spent the afternoon of April 17» 1969 work- 
ing with the Taba Workshop on leadership skills. 

Dr. Me rrill Harmin , Director for Project NEXTEP at the Edwardsviile 
campus of Southern Illinois University and co-author of the book Values 
and Teaching , worked with the Taba Workshop on February 20, 1969* He 
spent the morning on communication skills and the afternoon on value 
clarification teaching strategies. 

Mr. Don Heltzman , Social Studies Coordinator of School District #59» 
gave a 90 minute presentation on April 17» 1969 to the Taba Workshop on 
"Trends in Social Studies". 

Dr. Raphael Lewy , Associate to the Director for Evaluation of the 
Elk Grove Training and Development Center, discussed program evaluation 
at the Taba Workshop on April 17» 1969. Dr. Lewy also assisted in the 
evaluation design for Strategies for Social Studies. 







APPENDIX E 



Sample Training Materials 
Contents . 

Awareness Experience 

Discussion Possibilities Model (Concept Formation) 

Discussion Possibilities Model (Interpretation of Data) 

Self-Evaluation Sheet 

Demonstration Film Tapescript 

Theory Film Analysis Model 

Intake for Evaluation Discussion 

Thinking Retrieval Chart 



O 













ANALYSIS MODEL 



i 

Sensitizing Experience 








A. What was the first focusing question the leader asked? 

{(/fiat do you knoM about the. people, utho came to the United Statet 
beioKe 1850? 

1. Why do you suppose so many could respond to that question? 

It’ 4 faAood enough ion. everyone to cont/Ubute at hii level oi 
knowledge. 

2. What Is the difference between the first question asked and this 

one: What do you know about the people of the United States? 

JlfLU question i& <6o bnoad that it hat no meaningiul iocut. 

3. What is the difference between the first question and this one: 
Uow many people came to the United States before 1850? 

Only one peAton could net pond; the netponte muld be bated 
eitken on dinect necall on guetting. 

4. Why do you think the leader stopped listing responses at the 
point he did? 

TkeAe o)ene plenty oi divente iteM that could be gnouped in 
diiienent loayt. 

Panticipahtt .ttanted to nepeat thentelvet. 

Thene thouldn't be to many itmt that the cUtcuttion becomes 
unmanageable. 

5. Why did the leader ask, ”Can someone give me something differ- 
ent?” 

Thene t^)ene too many oi the tame kind 0(j thing and thit muldn't 
allovo gnouping. All the itemt wene in one concept anea. 

B. What was the second focusing question the leader asked? 

It thene tome my u)e could gnoup thete itemt? 

1. What were you asked to do with the list of items you developed? 
See 4oi»e myt centain Itemt could go togethen, 

4 

See panticulan nelationthipt taithin a tet oi itemt. 

fociislns 

2. a) What did the leader's first/ quest ion ask you to do? 

In the iintt quettion you .jutt necall, poll centain itemt 
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oat to tUt» 

b) What did the leader’s second question ask you to do? 

Jt (Uked 06 to took ioA my6 m coutd HAtaXt the ttem6 ao 
that we couJLd gKoup tkm together.* 

3* when you suggested a grouping, what question did the leader 
sometimes ask? 

Why we wanted to g^oap the ttem tn that way. 

4. What do you think would be the value of asking that type of 
question? 

5o otheu know a p^A6on*^ reason ^o^ putting item6 togethen, 

M6q, it hdJip6 ctahi^y the thinking the peuon who is doing 
the gA.ouping . " 

5. Why do you think the leader asked If there were other ways 
these Items could be grouped? 

The^ie oAe many ways to took at objects in ouk envifionment - 
hetps to devetop itexibitity in oua thinking. 

C. What was the third focusing question the, leader asked? 

Uhat names can we gioe ouA gAoops? 

1. What did the leader say in conclusion? 

The name oA tabei that you give to a gAoup o^ items having some- 
thing in comon is catted a concept. In the iiAst pant o^ to- 
day‘s session you have Just peA^oAmed a concept- ^oAming task. 



o 
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DISCUSSION POSSIBILITIES HOOEL 

< * 

Gradt Three 

Purpoat: To focus tho ottoatlon of tho chlldroo on tho varloty of 
Mtorlali used In building houooo locally* 

Thoutot Laval Ona t To list dabs. 

* Pocualng Quastlons dlhat ajut dome tkt watitAJUUA you haot AUA 

bting uud Mourn oua coimunity to build houAUt 



Possible Responses 


Possible 

Supporting Questions 


Purposes 


irood 

rock 


Could you till ua 
(ihat you havz in 
mindt 


To clarify* 


glass 

bricks 

metal 

tar 

paints 

shingles 

gravel 


dilhat do you mean 
by thatf 


To clarify. 


cement 

tar paper 

hammers 

sews 

scrsifs 
screwdriver 
pliers 
pipe wrench 


i 

Could domeone give 
UA Aomething <U{- 
{e/Lcntf 


To break a chain* 


nails 

sandpaper 

cement mixer 

linoleum 

tile 

hammer 

paintbrush 

Sheetrock 




s 



o 

^ - 

L||||i||Mi||igi||||gi|g|ag|a||MgM|||||||||i|[M 
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Thought Lftvel Two ; To lift the diecuesiob t}0 grovping 6£ dete* 

* Focusing Question: Vo you tiUink that tn ait tkU iony JUU ol 

ikoAt m dome thtnyi that mi^ht go tagethttt 



Poesible Reeponeee 


Possible 

Supporting Questions 


Purposes 


•creirs 

screwdriver 


Hoio do theae go 
togztheAf 


To lift; to elicit 
the reasons behind 
the grouping. 


nails 

wood 








nails 

haaner 








csBsnt 

cement mixer 


, 




tar 

tarpaper 




U tkvn anything 
loe hoot tUtad that 
deemd about tkt 
dome od Aotnathing 
etdef 


To try to move the 
children sway from 
functional group- 
ing. 


Group 

One 


hammer 

saws 

screwdriver 
pliers 
pipe wrench 
screws 


1 

Anyone, eCde mnt 
to talk about 
dcAettidf 


To clarify. 






(Uhy noouid m put 
thtAe tteni6 to- 
getheAt 


To lift. 


Group 

Two 


screws 

nails 

nuts 

bolts 

paintbrush 




• 






masamaii 
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Possible 

Possible Kesponses Supporting Questions Purposes 



# » 

Group tile 


Can anyone else 
think of some 
things that coutd 
go togethcAf 


To continue group- 
ing. 


Three linoleum 

Sheetrock 
tarpaper 
sandpaper 
cement 


• 




steel 


Voes anyone see 


To encourage flex- 




oth.efL ways we couJtd 
put >ome of oiUL 


ibility* 




ttems togetheef 


• 



Thmif^hr Level Three ; To lift the discussion to Isbelli^ of groups* 
* Focusing Quest! »i: (Hhat names can we gXve to cu/L gAvupsf 



Possible Responses 


Possible 

Supporting Questions 


Purposes 


Tool. 

One 

Group Things that we use 

TWO with tools 

Group Factory*^de 

Three materials 

4^ 


1 

Remember out ques^ 
tion was : (ilhat ma- 
te/iiats have we 
seen being used In 
ouJi amtiikiJty to 
buttd housest 


- 
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DISCUSSION POSSIBILITIES MODEL 



Grades Five and S ix 



Purpose: To compare two ways of life which developed in completely dif- 

ferent environments. 

Thought Level One ; To list data. 

* Focusing Question: What did you find out about the Arapesh? (Note: 

If this story was used in the concept formation 
task, recall data frOiti that experience rather 
than doing a full Level One treatment.) 



4 

Possible Responses 


Possible 

Supporting Questions 


Purposes 


They live in New Guinea. 
They live in the highlands. 
The land is very poor. 

The people share. 


What do you mean 
by S'flhare"? 


To clarify. 


The people share the land. 
They all work together. 
They share food. 

Arapesh marry very young. 
The "growing" of things is 
very special to them. 


Can you tell me 
what you have in 
mind? 


To clarify. 


They say that the children 
are "growing" not "raised" 
like we do. 

Everybody helps to raise a 
child. 

They all love each other. 

They don't try to "outdo" 
each other. 


Can you give an 
example of what 
you mean? 


To clarify. 


One person doesn't want to 
get more goods than the 
Others . 

Men and women have certain 
jobs. 

They love art, but don't 
make their own. 

Th eyb borrows sopg sannd 
dances from others. 
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Possible 

Possible Responses Supporting Questions Purposes 



They borrow j|iiBlry and cloth- 
ing styles. 






Children are loved by every- 
one. 






Men and women act the same. 


Can you explain that 


To clarify. 


Men cry and women cry. 

Men and women both get angrv. 


a bit? 





* Focusing Question: What, then, can you say about the Arapesh? 



They share, they love, and 

theyggypwtltfaiiiigs « 



'jEoeusing Question: What do you know about the Kwakiutl? 



They live in a rich land. 

It's easy to catch fish. 
There are lots of seals, ot- 
ters, and other game. 

There is lots of wood for 
building. 


Can you tell me 
more about that? 


To clarify. 


The people don't have to till 
the soil. 

They are. whale hunters. 






They worked with wood, too. 

They split giant logs into 
planks . 

The ybbull&liottseasou to £» f 
planks . 

k man boasted about the size 
of the logs in his house. 

They made boxes and carvings . 


How do you mean, 
"worked with wood"? 


To clarify. 


They had slaves. 

They were war- like people. 
They traded their belongings 
and collected things for 




A 


wealth and glory. 


V^at do you mean 
by that? 


To clarify. 
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o 

ERIC 



Mi’lliiHiligilffTigi.lJ 



Possible Responses 



Possible 

Supporting Questions 



Purposes 



Certain families owned certain 
parts of the land and water. 

The Kwakiutl argued over no- 
bility, rights and privi- 
leges and the belongings of 
a person. 



Some people had more goods 
than they needed, like thou- 
sands of blankets, and 
carved chests, and canoes. 

They built long houses, too, 
and had their family designs 
on spoons, dishes and things 
like that. 

The songs and stories were 
about power and boasting. 

The family had its own songs 
that only they could use. 

Power is very important. 



Through the wealth and out- 
doing others 

The Kwakiutl set up a banking 
system of copper $labs. 

They had potlatches. 



They were contests where peo- 
ple tried to buy as much 
as possible. They were wars 
that were fought with prop- 
erty. The person with the 
most property won power and 
glory. 

Only a few men had wealth. 

Most people were commoners or 
slaves. 

Persons got power by becoming 
Shaman. 

They used spies and tricks to 
get their power. 

If their tricks were discov- 
ered, they sometimes died 
of shame. 

The people were always trying 
to bring shame to one 
another. 

They were suspicious. 

They were jealous and they 
were always worried. 



TzXZ me. mo/te about 
that. 



Hoiv looi the. poioeA 
acfU^ved? 



What tMeJLZ they? 



To extend. 



To extend. 



To clarify. 



ssaaagsm 



* Focusing Question: itikat, tkzn, can you Aoy about the fCuaklutt? 



Possible 

Possible xCesponses Supporting Questions Purposes 



They were power-hungry. 

Some were wealthy. 

They were unhappy and selfish. 



Thought Level Two : To lift the discussion to identifying and explaining 

relationships among data. 

* Focusing Question: How do you think tkeie two gA^oupA people oAe 

AlmilaJL? , 







Possible 

Possible Responses Supporting Questions Purposes 



They both provided for food, 
shelter and clothing. 


Uhy do you think 
this would be ao? 


To lift; to elicit 
the reasons' behind 
the respemse. 


They both worked in groups. 
They both enjoyed art. 




W 



* Focusing Question: itlhat diUcAcncju do you Ate between the two g^up6? 



The Arapesh live in a poor 
land and the Kwaklutl live 
in a rich land. 

The Arapesh share and the 
Kwaklutl are selfish and 
jealous. , 


Could you tell ua 
mo/ie about thiA? 


» - 
To extend. 


Arapesh share in the growing 
of children and crops. The 
Kwaklutl try to outdo every- 
one else by getting lots of 
wealth and power. 


iiihy do you think 
thede two gAoupA 
have diHeAent ieel- 
ingA about theOi 
peAAonal belongingA? 


P 

To lift; to elicit 
the reasons behind 
the response. 



■tfi 






Miyiiia 







Possible Responses 



Possible 

Supporting Questions 



Purposes 












The Arapesh need everyone to 
work together to live off 
their poor land. 

The Kwaklutl live In a rich 
land and there Is plenty of 
wealth for everyone. 

The Arapesh don't have many 
leaders . 

The Kwaklutl all try to be 
leaders by getting lots of 
wealth and power. 

The Arapesh don't have slaves, 
but the Kwaklutl do. 






inky do you think 
tht tuoo gfioup6 
hcLvt diiizfiznt 
cJta&6 ^tnjuctwi&6f 



To lift; to elicit 
the reasons behind 
the response. 



If the Arapesh had some slaves, 
there still wouldn't be 
enough food to go around. 
Everyone has to work. But 
the Kwaklutl have slaves to 
do the work for the rich, 
powerful men because there's 
plenty of food. 



Thought Level Three ; To lift the discussion to making generalisations. 

* Focusing Question: How couJtd you 6oy in one Aentence what Me've 

^aid today? 



Possible 

Possible Responses Supporting Questions Purposes 



Two groups of people living 
In two different areas 
having different resources 
will probably develop dlf> 
ferent ways of life. 




mmurn 





li 
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EVALUATION SHEET FOR INTERPRETATION 
OF DATA TRYOUT 

State the purpose of your discussion*^ 



THOUGHT LEVEL ONE; 

* Focusing Question Used: 




\ 

1. How many children responded to your first question? 

2e Did a cross-section of your children— both abstract and concrete 

thinkers — respond to your first question? • - 

a. If so, what did you do to get a cross-section? 



be If not, what could you do next time to get responses from a 
cross-section of your students? 



3. What supporting questions did you use to obtain more data? 



4e Did you need to refocus? If so, how? 



5a How many items of specific data did you list before asking the 

second focusing question? 

6. At what point did you decide to lift the discussion to thought 

level two? — 




ierIc 



'tf/IWlilBIffTIILim 











THOUGHT LEVEL TWO: 

* Focusing Questions Used: 





1. How did you handle the relationship between thought level one and 
thought level two? 

a. Did you get out all the "whats” before asking the *'whys?” 

b. Did you get out several "whats” and then pick up a promising 
one for "why", take a few more "whats", ask "why", and so on? 



c. Did you alternate on a "what-why" basis? 

d. What was the reason for your decision to handle the discussion 

as you did? 



2. What was the first dimension you chose to focus on for development? 



3. Why did you pick up for exploration the particular dimensions you 
dld?_ 



4. How did you handle the situation when a child wandered off focus? 



5. What supporting questions did you ask? 



fr. How many children contributed Inferences related to the topic? 



7.- What questions could you have asked to get more children to 
contribute? 




8 . 



Why did you decide to lift the discussion to the third thought 
level when you did? 



lERlC 
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THOUGHT LEVEL THREE: 

* Focusing Question Used: 



1. Whsit questions did you ask to get the students to make broader or 
more concise statements? 



2* How many children contributed generalizations ? 

3. On a separate piece of paper, list your students' generalizations. 
They will be used in the training sequence. 



TOTAL DISCUSSION 

1. List any places where you think you should have asked a different 
question. 






List questions which you think would have been more suitable and state 
your reasons., ; 



2. In what ways did the actual discussion differ from the Discussion 
Possibilities Model that you worked out? 



How do you account for this? 



3. How many times were you willing to tolerate silence in order to give 
the children time to think through their responses to your questions? 
Do you think these periods of silence were sufficient ? 



, 

y) 

i 

\ „er|c 

PI Mj'lliiHililRIffTlTHiU 






iiiiiiattliii 



j 
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4. Were there places in your discussion where you and the children op- 
perated on a '* teacher-pupil-pupil" basis rather than according to the 

"teacher-pupil, teacher-pupil" pattern? Why do you 

think this was so? 



5. How many times and at what points did you 'clarify? 



How successful were your attempts? 



6. How many times and at what points did you restate? 



How successful were your attempts? 

7. How many times and at what points did you urge" the children to extend 
or defend? 

i 

How successful were your attempts? 



8* How high was the children's level of interest in this concept forma- 
tion activity? Give reasons for your answer* 



9. What do you think the children gained from this experience? 

a. intellectually (content, practice in thinking skills, concepts, 

ideas) 



b. socially (group interaction): 



10 . 




Do particular children in your class need this type of experience more 
than others? 

Do you feel that these children participated and gained from the ex- 
perience ? ' 
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11. What do you feel you gained from the experience? 



12. Lift any problema that you would like to bring up at the clinic aea- 
slon on concept formation. 




i 

.O ; 



o 

ERIC 



iiliiiilltt 
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FILM TAPESCRIPT 

Coneefit foftmcuUon 
VHJimfui UvU 



1 Taacher Boys and girls, I chink we had a marvelous trip to 
the supermarket-^remenber last week? 

Students Yes. 



10 



Teacher And 1 think Mr* Christenson was very kind to give 
us such a grand tour. Let's see if we remember 
some of the things that we saw. What did you see? 

Student Well, I saw the cow's tongue. 

Teacher Oh yes, we certainly enjoyed that. What did you 
see, Margie? 

Margie Freeser. 

Teacher Did you know that most of us had that in our let- 
ter. We all said we wanted to thank him for the 
freeser— showing us the freeser. Karen, what did 
you see? 

Karen I saw where they cleaned the cows. 

Teacher That's right. Now, what do we call this? 

Karen A tub. 

Teacher A tub. OK. Yes? 

Student Cow's meat. Cow's body. 

Teacher Yes. All right. Forrest. 

Forrest A machine. It works so the freeser is cold. 

Teacher That's right. The freeser is cold. Linda? 

Linda The toy rabbit. 

Teacher Oh yes. I remember your letter. 

Student The what? 



Teacher The toy rabbit. Remember our last stop over on the 
other side of Lee Brothers? OK. Let's review what 
we have so far and then we can see if there were 
other things we saw, OK? As we go through the list 
now, be thinking about your trip, what you saw, 
and what we have here and see if you want to add 
more to the list. Before we do this, 1 must ask 
the boys to ait back a little bit, Darrell, so that 
we'll all be together again. OK. Fine. OK. If 
you know the words, read along with me. 
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20 All 


Cow*8 tongue « freezer, a tub, cow’s neat, machine, 
toy rabbit, radishes, cabbage, lettuce, sawdust, 
delivery doors,. look*-out point. 


Teacher 


Are there other things? Debra. 


Debra 


I want to tell the class that I, uh, I went through 
this door and saw David and... 


T«.^cher 


You did? Very good. Let's talk about that later, 
OK? Shall we continue with this now? I would 
like to hear about that. Anything else that we saw? 


Stiident 


Frozen foods. 


Teacher 


Qhv what did you see? Can you tell us specifically 
what you saw? 


Student 


That was in freezers? 


Student 


Com. 


Teacher 


Frozen corn. 


Students 


Com, and peas, frozen oats. 


30 Teacher 


John? 


John 


I liked the watermelon they had. And the red pota- 
toes, I mean in the.i. 


Teacher 


Yes, I remember. Harold? 


Harold 


That green, that purple lettuce with the cabbage... 
purple cabbage. 


Teacher 


Hhat do you want, Harold? Purple lettuce or pur- 
ple cabbage. 


Harold 


Cabbage. 


teacher 


Purple cabbage. Boys and girls. I know that you'll 
remember all the things we did, as 1 say, have such 
a marvelous trip. Now we have already listed very 
many things that we saw. Do some of these things 
seem to belong together in some way? 


St'odents 


Yeah . 


Teacher 


John, what do you think belongs together? 


John 


The frozen com and stuff can go with the freezer 
because they were in the freezer. 


40 Teacher 


I see. All right. Let me do this. Let me put a 
mark by the few things that belong together. 


Student 


You'll have to put a different mark for each one. 


Teacher 


That's right. I would have to. Now, let's look 
at the list again. We did read through part of 
it and I think you'll remeiid>er them. Are there 
things that belong together, Kelly? 






o 



Kelly 

Teacher 


Candy machine and machine. 

Candy machine and machine. Where la my other one? 


Kelly 

Teacher 


Machine la right there. 

Why do they belong together? 


Kelly 


Because they're both machines. 


Teacher 


1 see. Are there other things that belong with 
this group? 


Student 


Cow's meat and cow's tongue. 



Teacher Cow*s meat, cow's tongue. Why did you put them 
"together, Peter? 



Peter 


Because, um, the cow's tongue is also part of the 
cow's meat. 


Teacher 


Do you agree with Peter? Are there other things 
that go along with cow's meat and cow's tongue? 
Kim? 


Kim 


Cow's bone* 


Teacher 


Cow's bone. Do we have that? 


Kim 


Uh huh. 


Students 


No. 


Teacher 


No. We don't have It here. I'm looking at the 
names we have listed* Sharon, do you have other 
things that go together? 


Sharon 


Radishes, cabbage, purple cabbage, watermelon, 
eggplant . . . 


Teacher 


And many, many more* Just a minute* Sharon, ^y 
did you put those things together? 


Sharon 


They are all vegetables. 


Teacher 


All vegetables. 


Student 


Is the watermelon a vegetable. 


Teacher 


Watermelon? 


Sharon 


Wall, It's -something to eat. 


Teacher 


Well, OK let's do that. Let's start first. OK, 
Carol. Let's see, because you named so many, 
many things, Sharon. So let's back up a little 
bit and get all the ones you called out again 
and see if we all agree-^OK—- because you went sc 
fast ydu lost me here. Let's use a triangle* 
You started with radishes. OK. 


Sharon 


Cabbage. 


Teacher 


Cabbage. All right. Do we agree so far that 
radishes and cabbage can go together? 
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5 


* 


b 


• 


Students 


) 

Oh huh. 








Tescher 


Why would thst be? 


* 




70 


Students 


Becsuse they’re both vegetsbles. 








Tescher 


Do you sgree, Dsrrell? 






% 


Student 


Purple csbbsge, rsdishes, lettuce* eggplsnt. 








Tescher 


John* do you sgree we're still going together enough? 
OK. Do you see snything else? 








Students 


Eggplsnt* wstermelon* vegetsbles. 








Tescher 


We're still on our little trisngle. 








Student 


Eggplant. 








Tescher 


Eggplant. You're all agreed? 








Students 


Yeah. Watermelon. No, they're not fruit. I mean 
vegetables . 








Tescher 


Forrest , do you' see other things listed on the 
board that go along with watermelon? Go ahead* tell 
;u8. What did you want to tell us? 


1 




80 


Forrest 


Fruit boxes. I wanted to put them... 


.1 






Tescher 


Would fruit boxes go > along with wstermelon? 








Students 


Yes. No. Yeah. 




p 




Tescher 


What is your ides? 


/ ^ 






Student 


I put fruit Ijtt the fruit boxes. 








Student 


Fruit boxes isn't a watermelon. 


: 






Tescher 


Oh, but we're acttially putting it down becsuse 
of the boxes* I think, in this case. You know 
we're putting them down becsuse of the boxes. 

OK. Just a minute. Let's look some more. Are 
there other things that go along with watermelon? 








Student 


Our freeser. 




: 




Students 


No. 






' 


Tescher 


Why would that be? 




r 


90 


John 


♦Cause they belong in the freeser so they won't 
get cold* I mean hot. 








Tescher 


Just a minute, John. I'm asking Kim because he 
suggested this. So Kim* what do you think? 
Watermelon and freeser? 








Kim 


Because watermelons- belong in the freeser. 




[ 




Tescher 


Oh huh. OK. What do you think? How about the 
rest of you? 




m 




Students 


Yeah. Oh huh. No. 




\ . 

n-ERjc 


' 






i 








... . - — 


_J 





Teacher 

Horace 

Teacher 

Horace 



Teacher 

Student 

Teacher 

Student 



Teacher 

Student 

Teacher 

Melinda 

Teacher 

Melinda 

Teacher 

Linda 



Teacher 

Students 

Teacher 

Karen 

Teacher 

Student 

Teacher 



0K> Forrest, give us your Idea. 

1 think so. 

OK. Uhat do you think goes along with freeser 
then? I still see some space here and 1 wonder. •• 
Yes, Horace. 

Delivery doors should go In fruit boxes because 
the fruit boxes, they go Into the storeroom. Like 
he said, the big trucks they stop on the street 
and they have a ladder and they go into that little 
rocm. 

1 see. Do we see look-out point belonging with 
anything? 

Delivery doors? 

Dellyery_doors . Why will we do that, Michelle? 

I know. So that maybe the people on the look-out 
point could look out and see when the trucks are 
coming so they can tell them ^en to open the door. 

Is that the reason they have those points there? 

Mb. 

But I think It might be done, too. If they are so 
high up as they were. What did you want to say, 
Melinda? 

Toy rabbits and fruit boxes might go together. 

Oh. Why Is It like that? 

Because they're both In boxes. 

Oh, they come In boxes? Linda, you mentioned 
that. What do you think? You mentioned the toy 
rabbit, reme^er? You think that might be? 

1 don't think they should because I don't see a 
fruit to a toy rabbit unless you can use the same 
box that the fruit box as you can for to put the 
toy rabbit in. 

All right. I think that in that case, this Is 
true. But we don't have to put It someplace, do 
we? How about the tub? 

A tub goes with cow's tongue. .. .No. Yeah. Cow's 
meat Is In the tub because they wash the cow's 
meat In the tub. 

I see, John. Someone else has her hand up. Let's 
see what Karen has to say. 

Put them altogether. 

All right now, what do we call — X see a lot of them- 
so what do we call, uh, these things that... 

Vegetables. 

These things where we put little triangles... 
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Student 


Vegetables . 


Teacher 


Vegetables. OR. All right. What else do we 
have? I'd like to see a hand. I'd like to 




see a hand. Just a minute, I said. OK, Mark 
Porter . 


Mark 


Sawdust. 


Teacher 


OK. You want to take that next. All right. I 
see sawdust, big saw, cow's meat, cow's tongue. 


120 Child 


We could say Heat Place. 


Teacher 


Shall we call it Meat Place? 


Students 


Uh huh. 


Teacher 


That's right. They were all there. Remember we 
all went into that room. . . 


Student 


We could call it cow's tongue, the tub, and cow's 
meat .... 


Teacher 


Remember we went to that room where Mr. Christenson 
was busy and he said, "Wait a minute for me. This 
gentleman can tell you completely all about it." 

And that's where we saw all the sawdust, and the 
saw, and the cow tongue, and the sheep. 


Student 


And i:he cowl' s tongue in a tub ... 


Teacher 


Just a minute. Do you think, Peter, that you can 
allow me to have time to write this down. All right. 
Can I erase this yet? 


Child 


No. 


Teacher 


No, not quite, can I. Next, we are thinking about 
the circle. Cow's tongue, freezers, cow's meat. 
Now, what can we call that, Mark Porter? 


130 Mark 


Meat? 


Teacher 


Melinda? 


Melinda 


Freezers. 


Teacher 


What can we call, uh, yes Carol? 


Carol 


Cow equipment. What goes Inside of freezers. 


Teacher 


Jerry, you have a different name? If not, can we 
skip that until we think of one? Because we can 
work over this again. OK. Now. 


Student 


Mrs. Wong, I want to go to lunch* I'm getting 
hungry. * 


Teacher 


Yes, I know. I erased one that had a circle. Now, 
can we put these into. . .a tub and all of this? 

That is still cow equipment, isn't it? OR. So 
you can erase this, too. Oh, what about all of the 
ones with the cross in front? We have toy rabbit, 
delivery door, look-out point, fruit boxes. What 
shall we call them? 
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Student 
Student 
140 Teacher 

All 

Teacher 

Student 

Teacher 

All 

Teacher 




Student 

Teacher 



Delivery equipment? 

Delivery, 

Fine. Delivery. Delivery boxes. 
Delivery equipment? 

Yeah. 



Any other ideas? 



OK. May 1 ask Lee Ann to help me erase all the 
ones with the crosses right now? OK. 

^cjiine equipment* freezers. How about the freezers? 
We have machines and candy machines. Is there a 
name for those* too? 

Would you like machine equipment or machines? 
Machines. 

I think you did very well. And you waited long 
enough for your lunch and I think you can go very 
soon now. I»U just add freezers, frozen com, 
and watermelon down below. We didn't list all 
of the things that we saw. If we did. I'm sure 
we would have had a whole store. 

Can we go to lunch now? 

Thank you very much. 



) 



ANALYSIS MODEL 



Tkeo/Uf on Concept fownation 

1. What are aooe points you remenber from the film? 

{indioJjduat A.eApon4e&) 

2. Why is the child's first labeling of his own house not evidence 
that he has formed the concept "house"? 

. , The dvUdU ilut labeting oi hU om hou6e t6 not 6u{iicCent evX- 
dence because he neecU expeUence (cUh many hotisei be{oAe he 
able to putt out the quatUy o{ "fioiUenedd ." 

3. How does the child go about building a concept such as "house"? 

The chiJtd buitk the concept in ^eueAot way6t 

a) He hcL6 many experienced (tilth diHerent kindd o{ hooded, 

b) He tapLd about hooded (tiith otheu. 

c) He took6 at (tihat otherd tabet ad hooded. 

4. In the film» Dr. McNaughton gave the example of "houseness" as it 

, V 

would be developed over the years. Can you explain briefly how 
the. concept "table" might be similarly developed? 

At iiue or dtx yeard o{ age the child ttioold probably dedc/Ube a 
table od "a ptoce to eat at. By the age of nine or ten he might 
dedcrCbe a table ad having a top and four legd . Hnalty, at iH- 
* teen or sixteen he dedcribe a table ad a piece oi (umiturc^. 

5. According to the film, what are some of the factors that affect the 
quality of ^a concept? 

Tactord aHecting the quality oi a concept aret 

a) maturation 

b) social trandoctlond 

c) eqwUUbration 

d) experience 

6. You may have mentioned "maturation" as a factor affecting the qual?- 

ity of a concept. What age group would be likely to define "house" 

as a place to live in? 5-6 yeOT^oldd _ 

as a place having four walls, win- 
dows, doors, a chimney? 9 - 10 year^oldd. 

as a shelter against the elements ? 15 - {6 year^oldA 
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7. Using another concept example, e.g. , "dress" or "boat," show its 
stages of development as a child matures: 

Concep t ilndivAjdwit /tedpowde) 

Age arou p 5 ~ A uzoAroldl Definitio n (^cncUv^cduaf AeAPOwAal 

Age grou p 9-10 ueoA-oZdA Definitio n (^cwicv^cctof 

Age grou p 15-16 ueoA-oldi Jefinltio n IZncUvAjdual A^APOnAe) 

8. Why are experience and maturation alone not sufficient to develop 
accurate concepts? . 

Muck ncezU to accomfmy the matu/iat^n p^ceAA and Mldc ex- 

peAience tn ondeA. a (JutdU undeMtandtng of a concept to be ^ 
deveJtpped and Aefined. TcUJUng aJUo affofidA the oppoHtunity to 
coAfiect mUconceptiond which would affect accuAjocy of a concept, 

9. What is the difference between a concept such as "house" and a 
concept such as "interdependence"? 

A concept 6uch 06 "houAe" i& a concA.ete one. 

A concept aucA oa "^it^CeAdependence" Xa an ob^tAcct one. 

10. How does what Dr. McNaughton said about concept formation relate 
to the concept formation task of the Taba In-Service Education 
Program? 

In the Taba PAogAam the cJhildAen have many oppoAtunitie& to foAm 
concept6 by taking item in the en\jiAonment and Aelating them along 

# 

conceptual lCne&. Much talking i6 a poAt of thi& p^ceAA. 

Aa the dfUldAen movejthAough the gActde6, they have the oppoAtunity 
to gAoup on an incAeo6ingly ob^tAoct ba&i6 . 

ThAough much talking the cfuldAen Aee the kindA of items othens 
put togethcA and on what basis. 

(lUth its questioning techniques , the concept foAmation task encouAr 
ages flexibility in conceptual style. 
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CRITERIA FOR EVALUATING GENERALIZATIONS 



There U considerabli overlap between the two following cetegorlei 
of criteria and among the various elements under each of them'; They 
ham been arranged In this way merely to ensure that all the significant 
elements are Included. No hierarchy Is to be Implied from the order. 

A. Content 

X» Accuracy— relates to errors and unwarranted Inferences or 
generalisations, as well as to items which are Imprecise 
rather than clearly wrong. 

2. ‘ Completeness— concerns the extent to which all Important 
aspects of the story are covered. 

B. Process 

1. Abstractness. Conelsenesa or Inclusiveness of the words used. 

The most effective ate those which have the grea£est amount and 
depth of the story's meaning Invested in them. Uss effective 
are those which are so abstract that their meaning Is vague, 
and those which are relatively concrete, the least effective 
are those which are used the same way as lir the text. 

2. Oualtflcatlon or Subordination In the form of either a relevant 
explanation or qualification of a main clause, or a complemen- 

tnry relationship between two clauses. 

3. Tentativeness in the form of an explicit recognition of the con- 
ditional nature of a generalization or an Inference wiEhln it. 

4. in the form of an evaluation of relationships within 
the data or between parts of the story and data outside of it. 
The latter kind of comparison could also be described as an 
inference . 

Each of these headings represents a way of processing data. Rela- 
tive effectiveness under the headings is determined by an estimate of 
the amount of processing which appears to be involved. 

These criteria may be used for describing characteristics. In which 
case the Incidence of each in a particular group would be tabulated. 



'r - . .. 
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CRITERIA FOR THE EVALUATION OF GROUPING 
AND LABELING EXERCISES 

* ^ 

As a step toward building adequate generalizations it is important 
to have children list, then group and label, items that they remember 
from such experiences as a story they have read, a trip they have taken, 
or a film or filmstrip they have seen. 

The listing part of the exercise has a twofold purpose— to help 
children recapitulate the experience and to provide the teacher with 
information on the kinds of items the children remember or notice and 
those that they do not. The amount of time spent on this part of the 
exercise will vary, usually according to the newness of the experience 
for the class. If the class has never done this kind c£ exercise be- 
fore, more time will need to be spent on remembering, savoring, and 
trying to think of more and more items. The teacher's^ role is to en- 
courage children to remember as many different things as possible and 
sometimes even to suggest an item he remembers as a means of getting 
them out of a mental rut, or a conspiracy of silence. 

When the list is as complete as it can be, the teacher asks the 
question: Which things do you think go together? Or: Which things 

could we put together? (Or whatever question of this kind is best un- 
derstood by his class.) It is Important to have children explain why 
they grouped the items in the particular way they did and why they used 
a particular label. 

Children tend to put things in groups for different reasons and 
some individuals — and sometimes a whole class — tend to use one partic- 
ular method more than any other for all their groupings. Having dis- 
covered their characteristic style, the teacher will have information 
which can be used in a number of different ways. For example: 

1. as a means of encouraging other ways of grouping. (Flexibility 
is an important characteristic in effective thinking.) 

2. as a means of measuring the kinds of changes in grouping styles.. 

3. as a means of determining the level at which a child or a 
class is working, (assuming that class- type groupings are the 
most complex) . 

Most groups can be classified under one of the following headings: 
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1» Functional (or Locational ) » Children put things together be- 
cause they are used together or because they are often found to- 
gether in the child's experience. For example: 

"Horse and cart because the horse pulls the cart." 

"Hat, coat and boots because I wear them when I go out." 
"Chair, table, and tablecloth because they are in our din- 
ing room when we have dinner." 

This is an essentially egocentric response, since it talks about 
what happened to . 

2. Descriptive . Children put things together because they are of 
the same shape, color, texture, or material. For example: 

"Box, toy car, and block because they are all made of wood." 
"Rain, cloud, and fog because they are all water and are.- 
all white." 

Lxass . Children put things together because they belong to a 

t 

class of things, the name of which is abstract in that it does 
not refer to any tangible quality like color, shape, or mater- 
ial, but rather to an abstracted quality of the whole group. 

For example: 

"Rain, cloud, and fog because they are to do with weather." 
"Car, bus, train because they are transportation, or ber 
cause they are to go places in." 

4. Mixed . Children may start a group using one kind of grouping 
criterion and then switch to another one part-way through the 
exercise. That is, they lose the thread of reasoning applying 
to the whole group and, instead, look at the last item in a 
group and add another on a different basis. For example: 

"Pencil and apple because they are in my school bag" 
(functional), followed by, "Banana because apple and banana 
are fruit (class). 

Other scores which can be used are for: 

1. Number of items that are spontaneously used in more than one 

♦ * .V 

group. This displays a kind of mental flexibility which is a 
desirable quality in thinking about the ways things go together. 

2. Number of different ways items can be grouped by a child when 
he is asked to do so. This can also be used as a flexibility 
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score. 

Note that moving from a functional, descriptive, or class to a 
mixed type of group would not be considered an improvement and would 
therefore not rate a flexibility point. 

Flexibility is basic to good thinking. A teacher should try to 

¥ 

develop this in his students inductively, not by telling them, but by 
having them respond to questions like: Are there any other ways? Can 

anyone see another way these things can be put together? Or: Can any- 

one think of another label we might give this group? Occasionally — 
very occasionally — a teacher might say to a class: Look at this group. 

Why do you think I put these together? What would you call it? 

[The styles of categorization discussed in this paper (func- 
tional, descriptive, class, and mixed) correspond respectively to the 
following terms in Br. Sigel’s paper: Relational-contextual, descrip- 

tive, and categorical- inf erential. ] 
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CHART '*E'* - Flexibility (Mochudi Story) ’ 

Taba Project Experimental Group Pre-Test N»144 




CHART "F" “ Flexibility (African Story) 

Taba Project Experimental Group Post-Test N*144 
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